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Abstract
As world governments scramble to contain the spread on Covid-19, temporary closure of schools
was enforced, and on-site classes were converted to online or virtual versions within short notice.
Yet, as dictated by world society, schools must prepare students for standardized tests in order to
be acknowledged as legitimate. World rankings impose pressure on school systems to target high
standardized test scores in order to gain and maintain economic viability for jurisdictions. This
dissertation presents the pressures of high performance in standardized tests amidst a global
pandemic as a problem to be researched within a context of sociopolitical and socioeconomic
systems that marginalizes those at historically oppressed cultural intersections. The design of this
phenomenological multi-site case study within a culturally responsive evaluation framework is
aimed at exploring and interpreting voices of educational stakeholders at marginalized cultural
intersections to surface underlying issues in education systems with heavy reliance on
standardized test scores for accountability. In line with requirements of a phenomenological case
study, the selected sites for the study are jurisdictions where I, as the researcher, have shared
lived experiences with the research participants, namely Singapore and Southern Nevada.
Additionally, the two jurisdictions share the common traits of being culturally diverse and
cosmopolitan with high reliance on tourism. Within five chapters, this dissertation provides
details of the study’s background, review of the literature, methodology, findings, and discussion
of the findings that includes aspects of cultural responsiveness that are present and absent in each
jurisdiction.
Keywords: Covid-19 pandemic, culturally responsive evaluation, education system,
equitability, marginalized race, oppressive intersections, standardized test
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CHAPTER 1: INTRODUCTION
Standardized Test(s) and the Covid-19 Pandemic: A Phenomenological Multi-Site Case
Study of Singapore and Southern Nevada within a Culturally Responsive
Evaluation Framework
“If education research is going to matter, then we have to make it matter in the lives of
real people around real issues. It is just too bad that we have had to have a disaster to make this
clear to us” (Ladson-Billings & Tate, 2006, p. 10)
Chapter 1 will provide an overview of the phenomenological multi-site case study on
equitability issues associated with the use of standardized testing in Singapore and Southern
Nevada, as exposed by challenges faced by students of diverse cultural backgrounds amidst the
Covid-19 pandemic. This chapter will highlight the problem statement, the research questions to
be addressed, and the significance of the study. My connection to the research will provide the
rationale for the selection of Singapore and Southern Nevada as the research sites. The chapter
also includes the background of the research along with brief descriptions of the theoretical
framework, the reviewed literature, and the methodology.
Introduction
The prevalence of world rankings in education is causing intensified focus on national
high-stakes standardized tests globally. High school students bear the brunt of performance
pressure as education systems are practically ranked at international level based on the
performance 15-year-olds at international standardized tests such as the Program for
International Student Assessment (PISA), and the Trends in International Mathematics and
Science Study (TIMSS). Of the two, PISA is the most analyzed and referenced in publicized
overview evaluations of participating jurisdictions’ educational environment and achievements
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(Addey et al. 2016). Countries and jurisdictions attaining top positions in world rankings are
always those with predominantly White and/or Confucian Heritage Culture (CHC) populations,
and with high per capita GDP (PISA, 2015; PISA, 2018). Despite arguments on the lack of
equitability and cultural responsiveness in the nature of world rankings, this need for recognition
prevails in line with the world society theory (Meyer et al., 1997). Neoliberal policies dictate the
need for each country to project an image of high-level efficiency in management of human
capital (Tyndorf, et al., 2017), based on educational performances at international levels, as an
indicator of investment and economic viability. The perpetuation of the status quo through
hegemonic cultural and economic control is thus, glaring.
With the outbreak of Covid-19 experienced worldwide from the beginning of 2020,
schools all over the world are forced to be temporarily closed (WHO, 2020). Yet, there is the
paramount concern on the continuity of student education during closures. Amidst pressure for
high student performance in standardized tests, this study aims to investigate the degree of
cultural responsiveness in the management of policies related to standardized tests within
culturally diverse populations in two jurisdictions, namely Singapore and Southern Nevada, as
exposed during the Covid-19 pandemic.
Personal Connection to the Proposed Study
Singapore is where I was born and raised as a fourth generation Singaporean-Malay of
Indonesian-Javanese ancestry. I served Singapore’s Ministry of Education as a teacher for
various subjects between 1989 to 2001, and subsequently officially appointed as a Subject Head
for Malay and Tamil Language from 2002 to 2017. As such, I am able to attest to race and classbased marginalization experienced by members of my community, a minoritized cultural group
in Singapore. This marginalization of a minoritized cultural group is obscured from view when
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Singapore’s consistent educational achievements as among the top five countries in Program for
International Student Assessment (PISA) rankings throughout the current decade (PISA, 2015) is
hailed.
I left Singapore, and the service, in 2017 to be with my husband, a citizen of the United
States of Argentine origin, whom I married in 2012. I am currently still a Singapore citizen and
permanent resident of the United States residing in Las Vegas, Nevada. This then explains my
affiliation to the education system in the United States, in particular the system in Southern
Nevada, that I have been closely analyzing since 2013, when I started pursuing a graduate degree
in Curriculum and Instruction in Multicultural Education. As a recent immigrant, I am able to
attest to how people from my country has been misled by the media to believe that the United
States is a country of White people and that people of color are the “bad” people that I should
stay away from. Such is the “gaze” (Foucault, 2012) bestowed upon people of color here and the
education system has perpetuated this gaze and maintained the status quo in class division
between races through Eurocentric neoliberal education policies and practices (Giroux, 2012;
Lingard & Lewis, 2016). These inequitable policies and practices are further enhanced in the
country’s effort to gain top positions at international standardized tests like PISA in order to at
least be at par with the educational achievements of countries such as Singapore and Finland, as
well as be world leaders in technological achievements towards maintaining and strengthening
global economic dominance (Addey et al., 2017; Ravitch, 2000).
The Problem Statement and Background
Standardized tests, as the main tool for accountability at both individual and institutional
levels, serves to maintain, if not enhance, the status quo of privileged and marginalized positions
of those belonging to specific cultural groups and at particular cultural intersections (Brown &
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Harris, 2016; Crenshaw, 1991; Giroux, 2012; Ladson-Billings, 1998; Nieto & Bode, 2016;
Taylor & Nolen, 2016). Although culture refers to various aspects of a person’s identity and
experiences (Gay, 2010; Hammond, 2015), this paper focuses on race and social class as
prominent features because widely available data suggest relationships between standardized test
performance with race and socioeconomic status (SES) at both national and international levels
(Ladson-Billings & Tate, 1995; Musu-Gillette et al., 2016; PISA, 2015; Statistics Singapore,
2010, Weis, 2016). Where financial support is concerned, students from low-income families are
often provided with access to various forms of assistance such as fees, food, and learning
materials such as books and stationeries are concerned. However, these are provided within
school premises (Nevada Department of Education [NDE] 2012; Ministry of Education,
Singapore [MOE], 2020). With the onslaught of the Covid-19 global pandemic forcing the
temporary closure of schools worldwide and home-based teaching and learning became the
schooling mode with little time to prepare for the transition, it is necessary to surface the voices
of students and parents at the intersection of marginalized race and SES because the publishing
of just numbers of those grappling with multiple forms of challenges during this difficult time
does not provide an in-depth view of the problem. As educational assessment data serve as
pivotal reference in educational policymaking, the pandemic’s impact on standardized test
planning and preparations may shed new light on issues associated with equitability and cultural
responsiveness in the excessive reliance on the assessment instrument in measuring and
determining educational content mastery. Future transformation plans will benefit from insights
provided through the voices of the perpetually disadvantaged.

4

Purpose of the Proposed Study
With the outbreak of Covid-19 experienced worldwide from the beginning of 2020,
schools and educational institutes in 150 countries were forced to be temporarily closed
(UNESCO, 2019). Yet, there is the paramount concern for the continuity of student education
during closures. Amidst pressure for high student performance in standardized tests, the issues
raised are how do school systems respond to the emotional, psychological, structural, material,
and cultural needs of students in general, and students at marginalized intersections in particular,
while navigating the demands of accountability where standardized test scores are concerned?
Does the nature of standardized test as a learning measurement instrument respond to and
legitimize cultural capital and relevance without compromising high learning expectations? This
study aims to explore the degree of cultural responsiveness in the management of policies related
to standardized tests within culturally diverse populations in two jurisdictions as exposed during
the Covid-19 pandemic. With many similarities in characteristics and yet very different in terms
of socioeconomic and sociopolitical context, one jurisdiction analyzed is Singapore, an island
nation in Southeast Asia, and the other is Southern Nevada, the most populous region of the state
of Nevada, United States with Las Vegas as the most populous city in the region (WorldAtlas,
2020).
Brief Review of the Nature of the Proposed Study and the Research Questions
The phenomenological multi-site case study is the opted design for this research as it is
aimed at leveraging voices of peoples on the ground to reach deeper into the problem in order to
surface issues that are not likely to be apparent based on just data and official reports alone.
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Selected Research Sites
As a member of the Malay community in Singapore, for 28 years I served as an education
officer with the country’s Ministry of Education; at first as a teacher and subsequently as a
Subject Head for Malay and Tamil. Despite being aware of the perpetual disparity in academic
achievements, for over 20 years I was not able to deeply analyze the reason that Malay students
were falling behind. Whenever students were allocated classes based on their test scores, the top
classes were always filled almost fully with Chinese students except for a few token Malay and
Indian representations, while the bottom classes were always filled with predominantly Malay
students. It was not until I became engaged in readings and discourses related to Critical Race
Theory (CRT) (Ladson-Billings, 1998), and the cultural “gaze” (Foucault, 1998), both of which
awakened my previously untapped grasp of education for social justice and liberatory pedagogy
(Freire, 1993), that I became fixated on the oppressive impact of neoliberalism on students
belonging to marginalized cultural groups. The systemic perpetuation of racial marginalization
through the education system became clear to me as it is obvious that the phenomenon is
prevalent in the United States as it is all around the world. The issue of standardized test as a
vehicle for neoliberal perpetuation of the oppressive status quo decidedly became my research
focus. The outbreak of the Covid-19 just as I started working on my dissertation proposal has
added a new dimension to my planned analysis since educational inequity, as amplified by the
pandemic, is now widely reported and I feel called to work on a deeper analysis of the issue
within a cultural lens.
As comparative phenomenological study requires intimate familiarity with the education
systems involved, awareness of cultural sensitivities, and connectedness to the lived realities of
participants at the selected research sites (Creswell & Poth, 2018; Marshall & Rossman, 2016;
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Steinberg & Canella, 2012), the two jurisdictions are most suitable for this research specifically
for me as the researcher. The importance of “shared lived experience between observers and
observed” and “emphasis on understanding a program as it functions in the context of culturally
diverse groups” (Hood et al, 2015, p. 288) in adhering to the culturally responsive evaluation
(CRE) framework also places me as a suitable researcher to conduct this study at the selected
sites.
Additionally, Singapore and Southern Nevada, specifically Las Vegas, share the common
characteristic of being metropolitan big cities with diverse populations. Singapore’s population
of 5.7 million people as of 2019 comprises 74.4% Chinese, 13.4% Malays, 9% Indians, and
3.2 % officially categorized as Others (Statistics Singapore, 2020). As of July 1, 2019, Las Vegas
has a total population of 651,319 people, out of which 44.2% are White, 32.9% are Hispanic or
Latinx, 12.2% are Black or African American, 7.4% are Asian/Native Hawaiian/Other Pacific
Islander, 0.9% are American Indian or Alaska Native, and 4.9 % identified as belonging to two
or more races (United States Census Bureau, n.d.).
The research questions to be addressed through this qualitative multiple case study are:
1. Do the lived experiences of students, parents, and teachers during the Covid-19 pandemic
portray cultural responsiveness in the educational assessment systems of Singapore and
Southern Nevada?
2. How does the education system in each jurisdiction navigate expectations in student
standardized test performance versus the safety and well-being of students and teachers
during the pandemic?
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Brief Review of the Theoretical Framework of the Proposed Study
The culturally responsive evaluation (CRE) (Hood et al., 2015) framework provides
direction in this study as the study is aimed at analyzing the relationship between cultural
responsiveness and equitability of policies and practices in relation to education and standardized
tests during a period of emergency such as the Covid-19 global pandemic. However, while CRE
serves as the framework, the design of this study does not adhere to the conclusively evaluative
nature of CRE. In order for an evaluation to be conclusive and generalizable, input from a
representative number of educational stakeholders (Hood et al., 2015) in each jurisdiction is
required. This generalizable conclusiveness in findings is not the goal of this study. Instead, in
adherence to the phenomenological approach of the hermeneutical type (Creswell & Poth, 2018,
p. 75 – 82), it is aimed at surfacing deeper voices and investigating specific phenomenon as a
shared lived experience of participants. The evaluation aspect of the study is specifically based
on purposeful sampling with representation of stakeholders from various cultural groups, at
various cultural intersections, and providing perspectives from various positions such as
students, parents, teachers, and administrators involved in policy decisions at each research site.
Although the sample size in both jurisdictions is not representative of the education
communities, the overview data on policies and outcomes are presented within the literature
review segment of this study, as sourced from official datasets and reports, as well as news
articles retrieved from established news agencies in both jurisdictions. As comprehensive
primary data from a representative number of samples from both jurisdictions will not be
collected, this research best conforms to a design description of a phenomenological multi-site
case study within a CRE framework. With CRE as the guiding framework, key words and
phrases from the CRE core values will be used as theory-generated codes (Marshall & Rossman,
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2016) in organizing and categorizing collected data. Additional inductive codes will be added in
the process of categorizing the data. Theme or themes derived from the interpretation of the
organized data will then be discussed in drawing interpretive conclusions.
CRE requires considerations of culture of both the sample and the program (Hood et al.,
2015). In this case, the culture of the program refers to standardized tests within the context of
the research sites and this will be examined in the interpretive analysis against the participants’
cultural intersection of race and SES. Therefore, educational goals, educational policies related
to standardized tests, and both sociopolitical and sociocultural nuances within each jurisdiction
where standardized test practices and decisions are concerned will be analyzed vis-à-vis the
cultural standpoints of the sampled participants.
Culturally Responsive Evaluation as Theoretical Framework
This study adheres to culturally responsive evaluation (CRE) as a theoretical framework.
CRE is an educational program evaluation concept designed for diverse cultural settings that
takes into consideration all the complexities associated with cultural intersections, power
balances, and social equity issues (Hood et al., 2015). CRE “marries theories of culturally
responsive assessment and responsive evaluation to bring program evaluation into alignment
with the lived experiences of stakeholders of color” (Hood et al., 2015, p. 283). According to
Hood et al. (2015), CRE extends the scholarship of Gloria Ladson-Billings, Carol Lee, Edmund
Gordon, and Sylvia Johnson in culturally responsive pedagogy and educational assessment.
Stafford Hood’s initial theoretical thoughts on culturally responsive assessment (Hood,
1998) drew on the concept of multicultural validity with emphasis on social justice as introduced
by Karen Kirkhart. This concept was later linked by Hood to Messick’s definition of assessment
validity, highlighting positive and negative consequences of validation, to conceptualize the
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theory of culturally responsive evaluation (Hood et al., 2015). A summary of the core
characteristics of the CRE that are relevant to the context of this study within culturally diverse
settings are: 1) Challenges knowledge claims that delegitimize the lives, values, and abilities of
people of color (marginalized racial groups); 2) Positions CRE as multidimensional –
recognizing demographic, sociopolitical, and contextual characteristics of culture;
3) Understands knowledge as situational and context-bound; 4) Legitimizes cultural-specific
knowledge and ways of knowing; 5) Expands context as totality of environment – geographic,
social, political, historical, economic, and chronological; 6) Understands and respects varying
communication and relational styles; 7) Protect or prevent the exploitation of cultural minority
and economically disadvantaged stakeholders (Hood et al., 2015).
Brief Review of the Topic Literature Related to the Proposed Study
The Covid-19 Pandemic
The World Health Organization (WHO) was first informed of a pneumonia of unknown
cause in the city of Wuhan in Hubei province of China on December 31, 2019 (WHO, 2020). By
January 30, 2020, the deadly newly discovered strain of coronavirus (novel coronavirus) that
easily and sustainably spread between humans through respiratory droplets was declared by
WHO to be a Public Health Emergency of International Concern (Center for Disease Control and
Prevention [CDC], 2020; WHO, 2020). Twelve days later, the virus was given the official name
COVID-19, an abbreviation for “corona”, “virus” and “disease” that was discovered in 2019.
Global efforts to contain the spread of the virus were taken in different ways and at different
pace by different countries (CDC, 2020; WHO, 2020). However, as recommended by WHO,
most countries implemented temporary closure of schools and educational institutes along with
non-essential buildings and sites in order to maximize social distancing.
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On March 15, Nevada Governor, Steve Sisolak, announced all K-12 schools to close
from March 16 till April 6 (DeSilva, 2020). The closure was announced on short notice and it
was later extended to the end of the 2019-2020 school year. In comparison, the Singapore
government only closed schools in response to the Covid-19 on April 8 following weeks of
deliberate considerations and resource preparations (Davie, 2020). The closure of schools
impacted students and educational stakeholders in many ways. This impact, especially where
standardized test matters are concerned, is explored in the proposed study within the
sociopolitical context of the two cities through a culturally responsive lens.
Singapore
In reported PISA overall scores for reading, mathematics, and science, Singapore was
ranked first out of 72 participating jurisdictions in 2015 (PISA, 2015), and second out of 79 in
2018 (PISA, 2018). There is a total of 356 elementary and high schools in Singapore with 32 680
teachers from primary to junior college (senior high school) teaching 428,773 students. This
brings the average to 13.1 student per teacher (Ministry of Education [MOE], 2019). Out of the
country’s total population, 25.5% did not obtain secondary (high school) education while 48.2%
attended post-secondary tertiary institutes, out of which 32.4% were universities (Statistics
Singapore, 2020). Even within a country hailed as a top performer for PISA (PISA, 2015; PISA
2018), the high scores are not representative of all 15-year-old students of different ethnic
groups. As reported PISA scores do not come with ethnic-group breakdown, this inequity may be
inferred through the scores of Singapore’s national high-stakes standardized tests for students
within the same age group. Published data from 2008 to 2017 show that test scores of Malay
students remain at the bottom of the ranks across examinations for math, and the aggregated
scores of five main subjects of English, math, science, mother tongue, and humanities (MOE,
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2018). Concurrently, over the years, the Malays remain at the lowest monthly household income
level among the three ethnic groups. In 2010, the average monthly income of the Chinese is
$7326 SGD, Indians $7664, and the Malays at $4575 (Statistics Singapore, 2010).
Where support for economically disadvantaged students is concerned, parliamentary
replies to questions raised by a nominated member of parliament as published on Singapore’s
Ministry of Education website (MOE, 2020a) indicated that, as of 2019, 49,000 primary and
secondary students on Financial Assistance Scheme (FAS) received and benefitted from the
School Meals Program, which provides subsidies for meals purchased from school canteens
while attending school. Names and details of students in the FAS scheme who have no other
access to food and learning support during the Covid-19 school closures were registered so that
arrangements for them to continue attending school during the period could be arranged. Other
students and families from low-income households were provided various forms of financial
assistance and support, such as through the use of food vouchers, by the Ministry of Education’s
community partners such as the Ministry of Social and Family Development, Community
Development Councils, and donors (MOE, 2020a).
Southern Nevada
There are 10 cities in Southern Nevada including Las Vegas, North Las Vegas,
Henderson, and Boulder City (Travel Nevada, 2020). In 2015, United States of America (USA)
was ranked 25th out of 72 jurisdictions and in 2018 ranked 13th out of 79 of those that
participated in PISA (PISA, 2015; PISA, 2018). Most schools in Southern Nevada are within the
Clark County School District (CCSD), the fifth largest school district in the USA responsible for
providing education for 75% of students in the state of Nevada (CCSD, n.d.). Five out of the 10
cities in Southern Nevada is located within Clark County, with the biggest population of 662,000
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out of a total of 1.3 million in the county living in Las Vegas (Clark County Nevada, 2015).
Among the population in Las Vegas, 15.2% did not attend or finish high school while 62.1%
obtained post-secondary higher education, out of which 33% obtained bachelor’s degree or
higher (Towncharts, 2020). As of 2016, there were 369 schools in CCSD including elementary,
middle, and high schools. In the school year 2019-2020, there are 331,921 students in the school
district (State of Nevada, 2012/2019), out of which a large majority are Hispanic with a total of
154,636 students, followed by Whites with 78,571, Blacks comprising 49,456, Asians with
19,836, and Indian/Alaskan with 1140 students. According to the State of Nevada Department of
Education (2012/2019), as of 2016, 20.5% of Nevada students live in poverty. The majority of
students in the state, specifically 53.17% of them, qualify for Free or Reduced Priced Lunch
(FRL). Among students who qualify for the program, 77% are Black/African American, and
74% are Hispanic compared to 39% who are Asian, and 31% who are White.
The state also suffers from teacher shortage. At the start of 2016, there was a recruitment
drive for almost 1000 classroom vacancies but by the end of that year, there were still 700
openings . CCSD spends $6827 per student in 2019, and with a graduation rate of only 63.8%,
the school district’s student drop-out rate is among the worst in USA (Las Vegas Sun, 2020).
Brief Review of the Methodological Literature Related to the Proposed Study
Phenomenological Approach
Creswell and Poth (2018) describes the phenomenological approach as a qualitative study
design that involve the collection of data on lived experiences of several individuals around the
same phenomenon. This design is best suited for studies aimed at determining common theme or
themes among individuals who have lived through a specific phenomenon. For this study, the
phenomenon is navigating existing and enhanced cultural challenges with the need for continued
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education within specific sociopolitical context during a global pandemic. In-depth interviews of
participants who have lived through the phenomenon is the main method of data collection
supplemented by other methods such as observations, and collection of data in various forms
such as narrations, expanded answers, audio visual media, pictures, artwork, or performances.
Qualitative Multi-site Case Study
Creswell and Poth (2018) describes a case study research to be one that “involves the
study of an issue explored through one or more cases within a bounded system” (p. 73). A multisite case study is one that studies more than one program. In this study, the education system,
policies, and practices in Singapore constitutes one program within a bounded system of one
city, and that of Southern Nevada is another program studied in comparison. The issue explored
is the impact of government actions related to educational policies and practices, in response to
the public safety threat of the Covid-19 global pandemic, on the lived experiences of educational
stakeholders. The specific focus of the explored issue is standardized test and whether cultural
responsiveness is addressed in using it as the educational achievement measurement method of
choice when environmental factors affect performance and preparedness. The hypothesis is that,
students at marginalized intersections, already heavily disadvantaged without adverse
environmental conditions, are likely to experience stronger challenges compared to the culturally
privileged during periods of environmental catastrophe. As befits a description of a qualitative
inquiry, generalizability of findings or outcomes is not the goal of this study although
trustworthiness is established through thick descriptions and the bracketing of my potential
personal biases as the researcher (Creswell & Poth, 2018).
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How the Proposed Study Will Fill the Gap in the Existing Research
In the literature review chapter, I will highlight existing articles and publications on the
impact of Covid-19 pandemic on education systems at this point in time. The publications, found
after an extensive search through UNLV library-linked academic databases as well as publicly
accessible academic websites via Google Scholar, points to the fact that existing research are
skewed towards just numbers and statistical data (Burgess & Sievertsen, 2020; Frenette et al.,
2020; Tran et al., 2020; Van Lancker & Parolin, 2020; Zhang et al., 2020). The focus of existing
publications are on students who fall behind during the school closure and also students’ inability
to perform as well in standardized tests due to school closures. There is also a strong emphasis
on poverty as the over-arching cause for students to fall behind, especially during the pandemic
(Burgess & Sievertsen, 2020; Van Lancker & Parolin, 2020; Zhang et al., 2020). The overarching call is for enhancing approaches and policies to prepare students for standardized tests
during the pandemic with or without school closures. There is a gap in in-depth analysis on the
lived experiences of students and their families. There is also a glaring avoidance of analysis of
standardized tests in itself as the issue to be addressed where equitability matters are concerned.
Race and the intersection of race and low SES as factors of marginalization (Gay, 2010; Hood et
al., 2015; Ladson-Billings, 1998) are obscured or simply ignored in the existing academic
discourses on the impact of the pandemic on student performances in assessments.
The gap in existing research is in addressing the Eurocentric and CHC-centric
mainstream education and educational assessment system that marginalized students will still be
forced to orientate towards while being confined within their own untapped cultural environment
where learning is concerned. Mainstream ideology may be drilled into students within
mainstream schools. The pandemic requires student to turn to the home environment where
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diverse cultural factors, especially intersection of race and SES, have stronger influence on
student learning. This study aims to explore and highlight the lived experiences of students
within their home cultural environment to surface cultural factors not taken into account by
standardized tests. Existing studies, based on hard numbers, only highlight inability of students
to perform well in standardized tests during the pandemic due to the lack of access to resources
(Burgess & Sievertsen, 2020; Frenette et al., 2020; Tran et al., 2020; Van Lancker & Parolin,
2020; Zhang et al., 2020). What is not addressed by the studies are in-depth review of the
shortcomings of standardized tests as a learning measurement instrument within culturally
diverse context.
Highlighting the shortcomings through an in-depth phenomenological study should
inform policymakers on ways that students’ cultural intersection environment may be leveraged
for a more equitable, culturally relevant application of learning and learning assessment. Thus,
this study takes on a two-pronged approach in exploring educational issues associated with
standardized testing during the Covid-19 pandemic. The study aims to surface educational
challenges faced by students and their families during the Covid-19 pandemic, while also
highlighting cultural factors that may be equitably leveraged in educational activities and
assessment towards embracing the “new normal” (Alexander et al., 2020; Rybak & Relerford,
2020).
Limitations to the Proposed Study
The outcomes of this research are not generalizable due to the small sample size at each
research site. Other than establishing the trustworthiness of the research conduct (Marshall &
Rossman, 2016), the findings are interpretive in nature and there will likely be conflicts in data
from the different standpoint of stakeholders which may in itself be interpreted as a
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phenomenon, but will require several rounds of interpretation considerations and the need for
verification and triangulation with the participants.
As the researcher, while intimately familiar and connected to experiences of participants
at the research sites, my personal life experiences as a female Malay-Muslim at the intersection
of minoritized cultural identities in both jurisdictions have formed a standpoint that may
influence my interpretations of the collected data. In establishing trustworthiness (Marshall &
Rossman), I will discuss my interpretations of data with relevant research participants to
eliminate biases. Likewise, my social status of belonging to lower and upper middle class at
different points in my life will require close adherence to the tenets of CRE in ensuring that I
validate the viewpoints and participants belonging to lower social class to avoid deficit views,
while making conscious efforts to record and analyze data from participants of upper class
without pre-conceived judgement. While my own cultural identity is an aspect of the research
that may be noted as a potential contributor to interpretation bias, the shared lived experience of
researcher and participants is, in fact, a central characteristic of a phenomenological study.
Safety-related procedural regulations in place for conducting research during the Covid19 pandemic will pose restrictions that may have some impact on the collection of data. An
example of restriction is the need to maintain social distance during interviews and observations,
with specific requirement to employ virtual methods unless on-site and face-to-face interactions
are absolutely essential (UNLV, 2020). As such, I will only be able to conduct the interviews and
observations via the video conferencing application, Zoom. This method, while the best option in
navigating safety and authenticity, may result in a degree of compromise where environmental
data collection is concerned as there may be aspects of the environment surrounding the
interview participants that may not be apparent through video conference.
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Scope and Significance of the Proposed Study
The Covid-19 global pandemic is a phenomenon with colossal impact (OECD, 2019;
WHO, 2020) that warrants intensive and extensive research to contribute towards recorded data
for future reference. Without a doubt, the event is of high significance and would be carved as a
prominent part of world history. Along with devastating sociopolitical and economic impact
globally (OECD, 2019; WHO, 2020), the impact on education systems and learning experiences
cannot be ignored. Almost two billion learners worldwide are affected by disease containing
measures such as school closures, and the challenges imposed on students, teachers, parents, and
other educational stakeholders associated with home-based learning (UNESCO, 2019). This
study places emphasis on the pandemic’s impact on policies and practices related to standardized
test within a culturally responsive evaluation (CRE) framework because standardized testing is
often at the center of inequitable education discourses (Gay, 2010; Giroux, 2012; Hursh, 2006;
Ladson-Billings, 1998; Lingard & Lewis, 2016; Nieto & Bode, 2016), and governments’
navigation of the use of this educational assessment method during a period of worldwide
emergency, as narrated through the viewpoints of various stakeholders at different cultural
intersections, may serve as valuable data for future review of educational policies. After all, high
performance in standardized tests is associated with good infrastructure and learning support for
physical, material, psychological, and emotional well-being of students, and a significant
proportion of factors contributing to success in standardized tests are related to cultural factors
such as race and SES (Gay, 2010; Ladson-Billings & Tate, 1995; Lingard & Lewis, 2016; Nieto
& Bode, 2016; Sue, 2018; Wise & Smith, 2016; Weis, 2016).
While quantitative data are already being actively collected by various educational
organizations (AERA & Spencer Foundation, 2020; CARES, 2020, UNESCO, 2019), in-depth
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explorative analysis of the experiences of individuals and communities within various
sociopolitical and cultural contexts needs to be researched and recorded as valuable resource for
educational policymakers as well. Although UNESCO (2019) has been collecting video
recordings and written testimonials from students, teachers, administrators, and other educational
stakeholders from UNESCO Associated Schools Network, up to this point, there has been no
contribution from Singapore and the United States. Findings and outcomes of this comparative
qualitative study will contribute towards providing initial data as reference for further Covid-19
related educational research in Singapore and Southern Nevada, as well as in other cities in
Southeast Asia, the United States, and other parts of the world. For multicultural studies, the
cultural lens will provide insights for future CRT and CRE related educational research on the
topic of educational assessments. Policymakers within the two jurisdictions selected as sites for
this study may also benefit from gaining insights into the responses, lived experiences,
considerations involved, and consequential impact of similar circumstances within their own
jurisdictions as well as that of another global location that share some common characteristics.
Operational Definitions
Culture
Culture, as defined by Delgado-Gaitan & Trueba, refers to “a dynamic system of social
values, cognitive codes, behavioral standards, worldviews, and beliefs used to give order and
meaning to our own lives as well as the lives of others”, and this system has a strong influencing
impact on the way we teach and learn as it drives the way we think (Gay, 2010, p. 8-9). In other
words, culture determines how we make sense of the world (Hammond, 2015). Cultural identity
is formed through the intersections of gender, sexual orientation, race and ethnicity, religion or
belief, citizenship and immigration status, age and generation, abilities and disabilities, social
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class and status, education level and specialization, as well as our job and work status (Adams et
al., 2018). This list is by no means exhaustive and our experiences, with regard to the degree of
privilege and marginalization we enjoy or suffer in life, is very much determined by the cultural
intersections into which we are born, and whether the intersections changes as we grow and
move along in life, or prevail throughout (Crenshaw, 1991).
Culturally Responsive
As defined by Geneva Gay (2010), culturally responsive in educational context:
“[U]nderscores the importance of placing culture at the center of the analysis of
techniques for improving the performance of underachieving students of color, or, of explicitly
acknowledging that it is already there, and broadening the “center” of educational practices to
make it culturally pluralistic rather than homogeneous” (p. 10).
In other words, to be culturally responsive is to move away from being Eurocentric, as in,
only validating what is valued by White European cultures.
Neoliberalism
Neoliberalism is a system of governance that prioritizes the market over state, and the
individual over the common good and well-being of the people (Casey, 2016; Giroux, 2012;
Lingard & Lewis, 2016). Emerged post-World War II and rapidly became the political doctrine
of choice globally, the system inserts economic sense into the daily and over-arching workings
of the society, placing economic and capitalistic interest above all other concerns (Casey, 2016;
Giroux, 2012; Hursh, 2006; Lingard & Lewis, 2016). Education very quickly became the praxis
for neoliberal endeavors as seen through rapid capitalist and neoliberal-influenced changes and
reforms in educational policies at national and international levels (Giroux, 2012; Hursh, 2006;
Lingard & Lewis, 2016).
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Social Justice
My definition of social justice is aligned to that of Adams et al. (2018) in describing
social justice education. It addresses racism, classism, religious oppression, sexism,
heterosexism, and trans oppression, ableism, youth oppression and elder oppression and the
intersections of the various “isms”. Emphasis is placed on understanding how neoliberalism
intersects with oppressions at individual, institutional, and cultural or societal level (Adams et
al., 2018).
Systemic Neoliberal Oppression in Education
Figure 1 illustrates the systemic neoliberal oppression from a social justice lens:
Figure 1
Eurocentric Education, Neoliberalism, and Oppressions

As illustrated in Figure 1, global diaspora was shaped by European imperialism that
dominates over both forced and circumstantial global immigration. The political and economic
interest of White Europeans is systematically set up for continued domination and perpetuated
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through Eurocentric education systems that invalidates the funds of knowledge and cultural
capital of marginalized racial groups. The oppression is thus imposed on the marginalized groups
at individual, institutional, and cultural levels.
Critical Race Theory
Critical Race Theory (CRT) is aligned to the theory of systemic neoliberal oppression of
Eurocentric education system. CRT posits that race is a continuing factor in educational inequity
as is easily obvious through statistical and demographic data of educational achievements, and,
in the case of the United States, by looking at the rate of school dropout, suspension, and
incarceration through a racial lens (Ladson-Billings & Tate, 1995). To a certain extent, CRT
rejects the notion of race as strictly an ideological construct because that line of thought “denies
the reality of a racialized society and its impact on “raced” people in their everyday lives”
(Ladson-Billings & Tate, 1995, p. 48).
Standardized Tests
Standardized tests refer to summative tests that are uniform in terms of format and tasks,
mandatory to be taken by all students of a state or country. This definition conforms to
Whitehead’s idea of standardized tests as “the uniform external examination” (Whitehead, 1929,
p. 8) and Dewey’s notion of traditional education that “imposes adult standards, subject matter,
and methods upon those who are only growing slowly towards maturity” (Dewey, 1938, p. 1819). Quoting multiple sources of reference, Geneva Gay (2010) essentially defines standardized
tests as the same measure used to determine mastery of content and performance standards and
with important results used to measure and compare students’ achievements and progress across
classrooms, schools, and districts, and across student groups such as racial and ethnic groups,
gender groups, income status, disability status, or English language proficiency.
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International Large-Scale Assessments
There has been a growing fervor towards International Large-Scale Assessments (ILSAs)
since the 1990s (Addey et al., 2017). These assessments include Program for International
Student Assessment (PISA), Trends in International Mathematics and Science Studies (TIMSS),
and Progress in International Reading Literacy Study (PIRLS). Amongst the ILSAs, the most
referenced is the PISA (Addey et al., 2017). So powerful is the impact of this fervor that reported
results of the standardized test has been instrumental, not only in impacting educational policies
in member countries globally but used as potent point of reference in influencing political
decisions and votes (Addey et al., 2017).
Chapter Summary and Transition
This first chapter presented the rationale for conducting this comparative
phenomenological multi-site case study by explaining the problem statement, research purpose,
and research questions. It also provided definitions of keywords and explains the research
framework along with the approach to the study design. The background of the research such as
the detail of the selected research sites along with the significance of standardized test and brief
descriptions of the immediate impact of the Covid-19 global pandemic was also highlighted.
In Chapter 2, existing literature on the educational policies, systems, and achievements of
Singapore and the United States will be reviewed. Existing literature on the concerns and impact
of the pandemic on educational will be critiqued and analyzed to inform my own research. This
will be followed by a more focused analysis of data and recent published reports on current
educational situation in Singapore and Southern Nevada in particular, along with the impact of
the Covid-19 pandemic on educational policies and practices in the two jurisdictions.
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CHAPTER 2: LITERATURE REVIEW
In the previous chapter, a brief but comprehensive background information on this study,
as well as background information on the two research sites were discussed. In this chapter,
existing relevant literature is reviewed extensively to provide grounding and highlight the areas
where additional data from this study will be of value to future researchers.
As mentioned in Chapter 1, the purpose of this phenomenological multisite case study is
to explore the degree of cultural responsiveness in the management of policies related to
standardized tests within culturally diverse populations in Singapore and in Southern Nevada, as
exposed during the Covid-19 pandemic. The research questions to be addressed through this
qualitative phenomenological multi-site case study are: 1) Do the lived experiences of students,
parents, and teachers during the Covid-19 pandemic portray cultural responsiveness in the
educational assessment systems of Singapore and Southern Nevada?; 2) How does the education
system in each jurisdiction navigate expectations in student standardized test performance versus
the safety and well-being of students and teachers during the pandemic?
Introduction
The review of literature in this chapter is aimed at providing the rationale for conducting
the proposed research study, the gaps aimed to be filled, and the rationale for the proposed
study’s approach and methodology in addressing the research questions. I begin the chapter by
elaborating on the literature selection process. This is followed by review of the selected
literature based on four themes and eight sub-themes in conjunction with the purpose or
significance of the review. These themes and sub-themes serve to highlight existing educational
issues related to equitability and lack of cultural responsiveness in Singapore and the United
States that the proposed study aims to address, the gaps in existing data and literature that the
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study aims to close, and a critique of the research approach and methods employed in existing
research that informs the proposed study’s approach and methodology. There are a total of four
themes each with two sub-themes that are based are of jurisdictions analyzed in the review. The
four themes that the literature review is based on are neoliberalism in education – historical and
systemic elements; published data, policies, and public responses; the digital divide; and
published impact of Covid-19 on education internationally. The literature review themes and
sub-themes as aligned to the review purpose and significance are illustrated in Table 1, and the
review process is illustrated in Figure 2 below:
Table 1
Literature Review Themes and Sub-Themes
Themes

Sub-themes

Neoliberalism in Education –
Historical and Systemic
Elements

•

Purpose/Significance of Review

•

Corporatism in
Singapore
United States’ Race to
the Top

Highlight the need for equitable
and culturally responsive
educational assessment as
opposed to standardized testing.

Published Data, Policies, and
Public Responses

•
•

Singapore
Southern Nevada

Highlight existing data and gaps
in existing literature. Provides
rationale for this proposed study
as it is aimed at closing the gaps
by contributing valuable data to
inform future research and/or
policy considerations.

The Digital Divide

•
•

Singapore
Southern Nevada

Provides rationale for this
proposed study as it is aimed at
contributing in-depth knowledge
to enhance existing data towards
informing future research and/or
policy considerations.

Published Impact of Covid-19
on Education Internationally

•
•

Asia (China & Vietnam)
Western Region
(Europe, Canada, &
United States)

Critique the methods and
approaches of existing research to
provide rationale for the
methodology and approach for
this proposed study.
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Figure 2
Literature Review Process

1.
2.

Research Questions:
Do the lived experiences of students, parents, and teachers during the Covid-19 pandemic portray
cultural responsiveness in the educational assessment systems of Singapore and Southern Nevada?
How does the education system in each jurisdiction navigate expectations in student standardized test
performance versus the safety and well-being of students and teachers during the pandemic?

Selection of Literature

Theme 1
Neoliberalism in
Education – Historical
and Systemic Elements
Corporatism
in
Singapore

United
States’ Race
to the Top

Theme 2
Published Data, Policies,
and Public Responses
Singapore

Review Purpose
Highlight the need for equitable and
culturally responsive educational
assessment.

Southern
Nevada

Theme 3
The Digital Divide
Singapore

Southern
Nevada

Review Purpose
Highlight existing data and gaps in
existing literature. Provide rationale for
this proposed study as it is aimed at
closing the gaps by contributing valuable
data to inform future research and/or
policy considerations.

Theme 4
Published Impact of
Covid-19 on Education
Internationally
Asia
(China &
Vietnam)

Western
Region
(Europe,
Canada,
USA)

Review Purpose
Critique the
methods and
approaches of
existing research to
provide rationale
for the
methodology and
approach for this
proposed study.

Selecting and Reviewing the Literature
A few steps were involved in the selection of resources for this review. Firstly, based on
my previous research experiences, I have learned that access to peer-reviewed articles in
academic journal publications are best gained via the UNLV library online search system
because it provides links to multiple academic search platforms with paid subscription. However,
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this time, when I used the library’s Advanced Search tool to search for relevant materials, the
results were nil. I initially used the following key terms for the selection: 1) Covid-19; and 2)
education; and 3) standardized test. I further limited the search to peer-reviewed articles with full
text available. Although this search returned 72 results, all of them were related to education in
the specific fields of medicine, and public health. When I modified the second key term to “PK12 education”, the new search returned no results. Likewise, no results were returned when I
substituted “Covid-19” with “pandemic”, and “standardized test” with “assessment”. When I
reduced the search to be based on just two key terms: 1) pandemic; and 2) education system,
there were 22, 971 results. However, just scrolling through the first 30 results based on relevance
showed that the disease covered in the topics were those of a different nature such as HIV/AIDS,
and malaria. The “education” discussed in the articles were pertaining to public education, as in,
educating the general public on the matters related to the diseases.
Following the failure to access relevant literature through UNLV library, I switched to
using Google Scholar with the Advanced Search tool. I was aware that the limitation in using
this search platform was that I could not limit the search to peer-reviewed articles. The search
was done based on the following key terms: 1) Covid-19; and 2) students; and 3) schools; or
standardized test; or learning assessment. The dates were specified as “since 2019”. The search
returned 1290 results. I sorted the results by date from the most recent. Subsequently, I visually
sieved through the titles and abstract to narrow down the search to those covering topics on
students in PK-12 schools, challenges, equitability, cultural responsiveness, and standardized
test. Through this visual filtering, I finalized the selection to six articles from trusted websites of
established organizations. However, there was no indication that any of the articles were peerreviewed and none of the articles covered the educational impact of Covid-19 within the context
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of Singapore or Southern Nevada. The jurisdictions covered in the articles included Canada and
Minnesota within North America, and Vietnam and China within Asia. My analysis on the
claims and arguments presented in these works as well as their study methods will serve as
comparative points of references as well as provide the rationale in support of my chosen
approach in this study.
Sections, Themes, and Sub-themes in the Literature Review
In reviewing the literature on the study topic, I begin by surfacing existing literature on
the historical and systemic elements of sociopolitical and socioeconomic conditions and
environment of Singapore and the United States in relation to educational impact. These
conditions and environments are discussed in the context of program culture that will be
evaluated against the stakeholders’ cultural outlook and conditions (Hood et al., 2015). As the
seventh biggest state in the United States (out of 50 states and the District of Columbia), it is
inevitable that the program culture of the United States is absorbed by Nevada. Referenced
resources in this section were read and compiled in folders by me while attending various
courses throughout my master’s and doctoral programs.
The second section of this literature review features government statements on
educational measures implemented to navigate educational goals and policies with the need to
contain the spread Covid-19 in Singapore and Southern Nevada. Considering the fact that the
pandemic is a recent and ongoing situation, events are still unfolding, opinions are still being
formed, and discoveries are still being made. Therefore, at this point, I believe that news articles
from established media companies and news agencies covering reactions, opinions, and narrated
impact of government educational measures are rich resources for information and data. These
are surfaced in this section as points of reference for comparison with or against collected data in
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this research (Marshall & Rossman, 2016). A specific focus on issues related to the digital divide
is also included in the review and discussion in this section.
The final section of this literature review covers the very few existing published works on
the topic of the impact of Covid-19 on PK-12 education systems in different countries, with
specific focus on cultural and equitability issues. It is understandable that, as the Covid-19
pandemic is a very recent global catastrophe, peer-reviewed articles and other publications
documenting or discussing its impact on national and international education scenes as a whole,
and on the systemically marginalized in particular, are not yet available.
Neoliberalism in Education - Historical and Systemic Elements
Students at the intersection of belonging to minority ethnic groups, and lower socioeconomic status are at the bottom of standardized test performance ranks (Musu-Gillette et al.,
2016; Statistics Singapore, 2010). This is evident at international platforms and in culturally
diverse countries (Musu-Gillette et al., 2016; PISA, 2015; Statistics Singapore, 2010). The
marginalization of minoritized cultural groups at the systemic level in Singapore and the United
States demands scrutiny.
Corporatism in Singapore
As a tiny urban island, Singapore’s 5.7 million population is currently made up of 74.4%
Chinese, 13.4% Malay, 9% Indian, and 3.2% of other ethnic groups (Statistics Singapore, 2020).
Singapore’s education system is highly centralized. Compulsory education is enforced from
primary 1 (1st grade) to primary 6. All schools are either fully run by Singapore’s Ministry of
Education or highly controlled by the ministry (Ministry of Education (MOE) Singapore, 2014).
As of 2014, Singapore’s education system is ranked third in the list of the world’s best (Lepi,
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2014), and in 2015, Singapore was at the very top of the list of student performance in PISA
(PISA, 2015).
The education policies went through phases. Following independence in 1965, the focus
of the first phase was to produce basic literacy in a population with widespread illiteracy. The
subsequent phases focus on feeding the economy with highly skilled workforce (NCEE, 2014).
Human capital (Arnove, Torres, & Franz, 2013; Spring, 2009) became the focus of the system.
Standardized tests are taken by students at school level at least once, but usually twice or more
often, each year from the third grade. At 11-12 years old in primary 6 (6th grade), students take
the national Primary School Leaving Examination (PSLE) with outcomes that determine the
program or stream they are eligible for in the secondary school they are admitted to, of which,
admission eligibility for every school is also based on their PSLE performance (Ng, 2014). Most
parents dream of, or even strive towards, getting their children admitted into a handful of elite
secondary schools spread across the island, the most prestigious of which is the Raffles
Institution. At 15-16 years old, at the end of four years, based on their secondary school program
or stream, students in the Express stream take the General Certificate of Education ‘Ordinary’
Level (GCE ‘O’ Level) examination, while students in the Normal stream either take the GCE
Normal ‘Academic’ Level (GCE ‘N(A)’ Level), or the GCE Normal ‘Technical’ Level (GCE ‘N
(T)’ Level) examination. Only students in the elite Integrated Program (IP) skip this stage and
take either the GCE ‘Advanced’ Level examination, or the International Baccalaureate
examination at 18 years old (MOE, 2018; Ng, 2014). Class-based segregation and privileges are
thus instilled in youth through the education system from a very young age (Ng, 2014; Vasu,
2012).
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Racial trait differences are highlighted through the education system for the purpose of
justifying necessary racial management (Vasu, 2012). All students learn English and Mother
Tongue in schools with equal weightage placed on the two languages along with mathematics
and science up to the end of primary 6. Humanities are included as weighted subjects in
secondary school. Data from 2008 to 2017 show that test scores of Malay students remain at the
bottom of the ranks across examinations (MOE, 2018). Singapore’s claims, as endorsed by PISA
(2015), is that the country has scored top points in narrowing gaps in social mobility and
equitability. Yet, over the years, the Malays remain at the lowest monthly household income
level among the three ethnic groups. In 2010, the average monthly income of the Chinese is in
SGD is $7326, Indians $7664, and the Malays at $4575 (Statistics Singapore, 2010).
This maintenance of the status quo is a deliberate control strategy through corporatism, a
system of governance where the ethnic Chinese elite ruling group claims expertise in managing a
multiracial population for what is deemed as the perfect balance (Vasu, 2012). This is achieved
by enhancing racial trait differences, through educational policies and media-induced gaze
(Foucault, 2012), so as to validate the need for corporate-like mechanism in “managing” racial
ratios and social positions in order to maintain “peace”, used as a euphemism for tight sociopolitical control, towards continuous attainment of optimal economic achievements (Vasu,
2012). Ruled by the same political party since gaining independence in 1965, the racial majority
of the Chinese along with hegemonic privileges that comes with it is maintained through
immigration policies and employment opportunities for both locals and foreigners that favor the
Chinese race regardless of their country of origin.
Although the Malays were the original natives of the country and Singapore is bound by
an agreement in securing independence from the British that the Malays must be recognized as
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such and be accorded privileges accordingly, beyond maintaining Malay as Singapore’s national
language evidenced only through the national anthem and military commands, all other historical
symbols and relics of Malay glory under Indonesian-Javanese empires and Malacca-Johor-Riau
Malay sultanates as narrated in the Sejarah Melayu (Malay Annals) (Alatas, 1977/2010), are
obscured through official rhetoric that Singapore was just a sleepy fishing village before the
arrival of the British. Archaeological discoveries evidencing the existence of a culturally,
socially and economically thriving society as early as the 14th century is ignored (Seng, 1998).
The history, as must be learned by all students through the National Education curriculum, is that
Singapore was founded by the British Sir Stamford Raffles and, upon attaining independence, in
the “expert and highly capable” hands of the ruling political party that has governed the country
since then, rapidly achieved vast development and high economic success (Seng, 1998; Vasu,
2012).
There is also a written rule, in Singapore Armed Forces and in the country’s strategic
ministries, that Malays are not allowed to hold leadership or powerful positions. The Malays are
also not allowed to enter high security, and weapons holding areas. The published rationale is
that being surrounded by Malay-majority countries in the Malay Archipelago, Singapore cannot
trust that the country’s Malays will remain loyal should neighboring Malaysia or Indonesia
decide to invade. Oddly, the government ignores questions on the absence of doubts on
Singapore’s majority Chinese’s loyalty despite China’s frequent economic and military threat
conveyed to the country via words or actions. The glass ceiling imposed on Malays in key
positions along with discriminatory employment policies and practices by both the government
and the private sector that is dominated by Chinese-owned companies, serve as formidable
barriers to social mobility of the Malays.
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Microaggression against the Malays specifically is enhanced by daily government-run
media feeds of weaknesses of neighboring Malaysia and Indonesia governments while playing
down the two countries’ successes, for the purpose of constantly casting the gaze (Foucault,
2012) that the Malay race is culturally and intellectually inferior (Alatas, 1977/2010). Thus,
Singapore Malays are indoctrinated with beliefs that they should be thankful to be governed by
the Chinese. This also supports the government’s conviction that Singapore Malays are of lower
SES compared to the Chinese and Indians because of the cultural and genetic make-up of the
race along with their religion, Islam, which impedes their educational and career achievements.
This gaze on the Malays (Alatas, 1977/2010; Foucault, 2012) is supplemented with constant
media portrayals of Malays in subservient jobs and highlights on crimes committed by Malays.
This then justifies the government’s strategy to maintain Chinese hegemonic majority.
Inevitably, over generations, Malay students, as a minoritized cultural group, internalize
inferiority and stereotype threat (Ladson-Billings, 1998) may be associated to the reason why
Malays students fall behind in standardized tests over the years. Neoliberal interest is thus openly
used to justify inequitable policies and practices that perpetuates disparities in SES between the
Chinese and the Malays, specifically, as well as disparities in educational achievements between
the Chinese and minority races of the country in general (Vasu, 2012).
United States’ Race to the Top
In the United States, historically, company owners have a strong say in educational
policies (Ravitch, 2000). Schools started out as driven towards literacy aligned to the reading of
the bible and the inculcation of Christian values. With industrialization, a series of educational
reforms were implemented over decades with corporate entities exercising strong influence on
educational policies to ensure schools provide students with desired skills and knowledge aligned
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to those required by industries to generate employment and support economic growth (Ravitch,
2000).
In the 1900s, conservative and progressive educational thinkers engage in heated debates
on what educational goals should be (Hursh, 2006). David Snedden argues that the purpose of
education is to enable the economy to function optimally, while progressive philosopher, John
Dewey, maintains that both education and industry should contribute to the holistic growth of
every member of the society (Hursh, 2006). Backed by capitalists driving the country’s policies,
Snedden’s doctrine prevailed. Frederick Winslow Taylor’s publications of ‘scientific
management’ gained traction and strongly influenced the ongoing embrace of standardization,
accountability, reward and punishments (Hursh, 2006). As highlighted by Giroux (2012), “One
consequence is that many public schools, especially those occupied by poor minority youth, have
become the new factories for dumbing down the curricula and turning teachers into what
amounts to machine parts” (para. 8).
Following A Nation at Risk, a report published in 1983 under Ronald Reagan
presidentship which presented data supporting the notion that students in the United States are
underachieving academically at national and international level and therefore, the country is not
producing a competitive workforce to sustain the country’s global dominance in economy and
technology, a wave of educational reforms was put in place (Hursh, 2006; Lingard & Lewis,
2016, Ravitch, 2000). As the report was based on standardized test scores, the new policies put in
place were aimed at enhancing the scores. The focus on accountability based on test-scores was
intensified with the No Child Left Behind (NCLB) policy introduced by President Bush in 2002.
This was enhanced further during President Obama’s administration with the Race to the Top
(RTTT) policy in 2009 when the majority of states in the country agreed to Common Core
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Standards for curriculum (Lingard & Lewis, 2016). Stronger emphasis is placed on science,
technology, engineering, and mathematics (STEM) which, along with policies tying increased
funding to standardized test scores, led to the prevalent practice of teaching to the test (Casey,
2016; Hursh, 2006; Lingard & Lewis, 2016). Banking approach and rote-learning is favored over
educational approaches that supports development of critical thinking skills such as problem
posing and liberatory pedagogy (Freire, 1993). The assumption is that learning and performance
will improve along with improved test scores although evidence suggests that emphasis on test
scores only strengthens teaching to the test (Lingard & Lewis, 2016). This further supports
neoliberal agenda by providing ample opportunities for edu-businesses such as Pearson plc, and
Educational Testing Services (ETS) to provide standardized test-related products and services
(Addey et al., 2017, Lingard & Lewis, 2016). Furthermore, implementing the issuing of school
vouchers in order to provide students and parents with school choices, only serve to further
support neoliberal agenda with increased number of chartered and private schools gradually
reducing the government’s own need for accountability in providing high quality public
education through public schools (Hursh, 2006) .
Practices such as student retention due to poor test scores, disciplinary suspensions, and
other punishing practices have been driving minoritized students out of school (Bahena et al.,
2012; Hursh, 2006; Nieto & Bode, 2016). In order to establish stronger control, schools exercise
stricter rules and became highly militarized with constant presence of the police and security
personnel along with adherence to zero tolerance policy (Bahena et al., 2012; Hursh, 2006; Nieto
& Bode, 2016). These practices result in many minoritized school youths, especially Black
students, ending up in prison in what is known as the School-to-Prison Pipeline (Bahena et al.,
2012; Giroux, 2012; Hursh, 2006; Nieto & Bode, 2016). This, again, supports neoliberal interest
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as it opened up the path for the establishment and expansion of the privately-run prison industrial
complex in the United States (Bahena et al., 2012).
The Eurocentric construct of STEM test items places students at the intersection of
particular race and socioeconomic status to command advantage over others (Gay, 2010; Lingard
& Lewis, 2016; Nieto & Bode, 2016). Asian and White students perform much better
academically, especially in math as compared to Black and Hispanic students (Musu-Gillette et
al., 2016). Students earning placement in the Advanced Placement/International Baccalaureate
(AP/IB) programs were also higher for Asians and Whites. Not surprisingly, children under the
age of 18 living in poverty in 2013 was highest for Black (39%) followed by Hispanic (30%)
(Musu-Gillette et al., 2016).
Despite the rapid growth in minority population, the teaching workforce remain
predominantly White and are not well-equipped to practice culturally responsive pedagogy
(Banks & Banks, 2016; Gay, 2010; Ladson-Billings, 1998; Nieto & Bode, 2012). Focus on
standardized tests scores for teacher accountability also cause teachers to disregard such needs
and focus more on test-based drillings. Disconnect between students’ language and culture with
curriculum content and pedagogy lead to perpetuated disparity in academic achievements
between White and minoritized students (Banks & Banks, 2016; Gay, 2010; Ladson-Billings,
1998; Nieto & Bode, 2012). This in turn leads to disparity in SES between Whites and Asians,
and Blacks and Hispanics (Musu-Gillette et al., 2016). SES-based discriminatory practices in
housing also cause a de facto segregation where schools in suburban areas with predominantly
White and Asian residents are better funded and thus, equipped with better resources to provide
students with all the advantages they need for higher academic achievements as compared to
students in urban areas with predominantly Black and Hispanic residents. The vicious cycle of
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disparity in academic achievements and SES between White and Asians, and Black and Hispanic
is thus perpetuated (Ladson-Billings, 1995; Nieto & Bode, 2012; Weis, 2016).
The proposed study aims to extract data in the form of lived experiences of students
within minoritized cultural groups and their families to supplement the numbers presented in the
review of the literature in this section. Numbers alone are not sufficient in supporting the theory
of neoliberalism as the sociopolitical and socioeconomical orientation that perpetuates the
marginalizing of targeted cultural groups systemically through the use of standardized testing.
Although the lived experiences of participants in the proposed study may not be generalizable
enough to strongly substantiate the discourse, it would serve as a valuable starting point of
reference for future and further research.
Published Data, Policies, and Public Responses
Singapore
As published at Singapore’s Ministry of Education website (MOE, 2020), Singapore’s
education system aims to help students “discover their own talents, to make the best of these
talents and realize their full potential, and to develop a passion for learning that lasts through
life” (para. 1). The system has the desired outcome that those schooled in the country’s education
system will become confident with a strong sense of right and wrong, self-directed learners,
active contributors who takes calculated risks, innovative, and strives for excellence, and active
citizens who are rooted to Singapore with a strong sense of civic consciousness. There is a strong
focus on rootedness with love and pride of the country as an essential part of the education
system (MOE, 2020). Additionally, where goals and outcomes are concerned, Singapore targets
and has been achieving world recognition where standardized tests results are concerned. As
highlighted on the website (MOE, 2020):
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We have a strong education system. Singapore students aim high and they achieve very
good results. This is recognized around the world. We have good schools, with capable
school leaders and teachers, and facilities that are amongst the best in the world. (para, 2)
According to findings by OECD (PISA, 2015), Singapore has commendable systems in
place to narrow educational achievement gaps through equitable practices.
The educational goal of being recognized as being the best in the world and instilling
pride for the country may be aligned to the Singapore’s strategy of projecting and maintaining an
image of a peaceful, united, well-organized, and well-managed country with good control of the
people (Vasu, 2012). Obviously, not so well-hidden in the goals is the objective of maintaining
and controlling the people’s opinion of the ruling party, the same party governing the country
since independence in 1965, that the party has the most capable leaders who should remain as the
trusted ones for the continued economic success of the country. After all, the well-marketed
image of the country as being peaceful and prosperous with the people kept under control has
been so successful in drawing investors and tourists to the country, contributing to Singapore’s
economic strength. The fear of losing this image is of high concern even in the midst of a global
pandemic. According to Singapore Tourism Board (2019, para. 2), “The tourism sector currently
contributes 4 per cent to Singapore’s gross domestic product. Tourism plays an essential role in
reinforcing Singapore’s status as a vibrant global city that is a magnet for capital, businesses and
talent.” Towards this end, one of the statutory board’s recent efforts include the launching of a $2
million SG Stories Content Fund to motivate local and international digital content creators to
“create compelling stories of strength, resilience, solidarity and unity in Singapore” (TTG Asia,
2020, para. 6).
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At the outbreak of the Covid-19 pandemic, according to a senior education correspondent
for Singapore’s national government-affiliated newspaper, The New Straits Times, although
some parents were pressing for school closure, the government only did so after ensuring that
schools are better prepared through gradual closure starting with just one day a week. The
concern was for parents needing to arrange for alternative care for their children and also for the
likelihood of disadvantaged students losing out (Davie, 2020). Schools only fully closed from
April 8. On May 6, Singapore’s Minister of Education, Ong Ye Kung, announced that graduating
students, as in, students taking high-stakes examination such as the primary six students (6th
graders) taking the Primary School Leaving Examination (PSLE), and secondary four or five
students (10th or 11th graders based on program stream) taking the General Certificate in
Education ‘Ordinary’ Level (GCE ‘O’ Level) examination, would be returning to schools to be
better prepared for their examinations from May 19, 2020 although they were to observe social
distancing and wear masks (Wong, 2020). Schools’ mid-year holiday was brought forward to
May instead of June, but the school term for the second semester will then begin on June 2
instead of July (MOE, 2020b).
As the general election scheduled for 2020 draws near, Singapore’s ruling party started
enacting Protection from Online Falsehoods and Manipulation Act (POFMA) in 2019 (Singapore
Statutes Online, 2019). The passing of this Act effectively provides the government with the
power to force any individual or organization to alter or remove any statements or publications
deemed as “false” by the government or face legal penalties. Despite complaints on social media
by parents, teachers, and students, both online and printed newspapers only publish reports
portraying that, despite challenges, the home-based learning experience was manageable by all
due to the touted efficiency of the education system and the publicized flexibility of the
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government in the implementation of guidelines. Other than a published commentary on Channel
News Asia (Hutton, 2020) that the Covid-19 pandemic highlighted the education system’s lack
of technological preparation to provide holistic educational instruction remotely, and that the
system should start thinking of enhancing technology-based instruction to move forward in the
future, there was a lack of published genuine concerns from parents, teachers, and students on
issues related to school closure challenges.
Under the circumstances, members of the public are not at liberty to voice their opinions
other than those that supports or are in praise of the government’s actions and statements.
Accurate information on actual experiences and challenges are, therefore, not obtainable through
publications. This qualitative multiple case study is aimed at exposing some of these voices and
provide an interpretive, although non-generalizable, evaluation of Singapore’s education system
within limitations.
Southern Nevada
On a fact sheet dated March 12, 2020, the United States’ Department of Education (DOE)
addresses the potential implications of novel coronavirus disease 2019 (COVID-19) on State
assessment and accountability systems as well other considerations regarding the use of Federal
funds under the Elementary and Secondary Education Act of 1965, as amended (ESEA) (US
Department of Education [DOE], 2020). While highlighting the need for schools to submit test
score reports as federal funding is tied to the report for accountability, the DOE announces a
targeted one-year waiver in meeting accountability requirements based on the unique situation in
every state. The most likely components to be granted targeted one-year waiver are the 95
percent assessment participation rate, and the chronic absenteeism indicator (DOE, 2020).
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At state level, the Department of Education, Nevada states its mission as to improve
student achievement and educator effectiveness by ensuring opportunities, facilitating learning,
and promoting excellence (State of Nevada, 2012). Superintendent Jhone Ebert reiterate this by
stating that the department’s team works on supporting students and families, teachers,
principals, and administrators throughout Nevada and to ensure that “public funds are used
efficiently and effectively to give students the tools they need to build a home, a life, and a
future” (State of Nevada, 2012, para. 4). As of September 2019, Nevada’s PK-12 education
system is ranked 35th in the country based on the National Assessment of Educational Progress
(NAEP) scores, as well as graduation rates and Advanced Placement test scores (Hernandez,
2019). Clark County School District’s mission of “All students progress in school and graduate
prepared to succeed and contribute in a diverse global society” seems to include language
preparing students to be more worldly conscious and addresses multiculturalism.
The announcement and directives on the CCSD website addresses required provisions for
continued learning during the closure and information to access various needed support
(Newsroom, 2020). However, the language in the announcements and directives make no
mention of examinations or standardized tests (Newsroom, 2020). Yet, as originally scheduled
by the Nevada Department of Education (2012) for the academic year 2019-2020, students at
kindergarten to third grade levels are required to take the Measures of Academic Progress (MAP)
Growth Reading test twice to three times between within the year, while third to eight graders
are required to take Smarter Balanced Summative Assessment standardized test in English
Language Arts and Mathematics between February and May. Science assessments must be taken
by high school students and those in fifth and eighth grade within the same window period.
Graduating high school students in the 11th grade are required to take the American College
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Testing (ACT) test to measure their college readiness. Although Nevada is one of only 15 states
with 100% of graduating students taking the ACT as mandated by the state, the students’ average
ACT composite score was ranked the lowest among 50 states and the District of Columbia in
2019 (Valley, 2019). However, being ranked last in ACT scores since 2016 is attributed to the
test being made mandatory since that same year because students with no intention to go to
college were not motivated to put in good effort in taking the test .
Considering the lack of funding for CCSD in general and the inequitable funding of
schools in particular, there is an overall sense of helplessness yet a high level of community care
and understanding amidst the Covid-19 crisis in CCSD based on reported comments during
CCSD Board of Trustee’s emergency meeting which involved parents, teachers, and CCSD staff
on March 23, 2020 (Jessie & Darrow, 2020). According to the report, the common concerns
were the lack of provisions for students from lower income families to access computers and
internet. The consensus was that assignments should not be graded or taken into account for
students’ final grades and that teachers are to reach out to students at least once a week to make
sure that they are doing well. Food and printed learning materials are also distributed via
distribution centers during the school closure. Parents are encouraged to ensure that their
children continue to take learning seriously although schoolwork are not graded, and teachers are
to do all they can to ensure students graduate on time. Learning materials are also made
accessible online and a learning line is opened for students to call for assistance with schoolwork
(Jessie & Darrow, 2020).
Another report by the Las Vegas Review Journal (Akers, 2020) provided all overall
positive acceptance by parents and teachers as they would rather have students and their children
stay at home than be exposed to the virus in crowded places like schools. The interviewed
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parents and teachers are determined to ensure that their children or students continue with
meaningful learning activities at home through various means. Like those in the CCSD
emergency meeting, the parents and teachers interviewed by the Las Vegas Review Journal are
mainly concerned about low-income students who will likely have no access to learning
activities and materials as they are not likely to have access to computers and internet (Akers,
2020). There is a heartwarming feel to the responses of parents and teachers in Las Vegas to the
Covid-19 situation, and an overarching concern for everyone’s well-being that precedes concerns
over students’ performance in standardized tests. This picture of strong community bonding may
be verified through direct interviews with stakeholders in Las Vegas over the course of the
research.
The review of published data news articles in this section provide an overview of the
impact of Covid-19 on students and the education system in Singapore and Southern Nevada.
These published data and news articles do not provide in-depth understanding of the issues from
the perspective on the educational stakeholders based on their lived experience. The reliability of
data presented by reader-rating motivated sources, and controlled or censored government and
government-linked agencies oriented towards political agendas is also questionable. Thus, the
proposed study aims to close this gap by exploring the lived experiences of educational
stakeholders directly as narrated by them and critically analyzing the data through a cultural lens.
The Digital Divide
Singapore
According to Singapore’s Infocomm Media Development Authority (IMDA) (2020), as
of 2019, 2% of households in Singapore do not have access to internet, and 11% of households
do not have access to computer devices such as desktops, laptops, notebooks, and tablets at
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home. Out of those with access to computers at home, 19% only has one device per household.
As stated by Singapore’s Ministry of Education (2020a), students without computer devices
and/or internet access during the Covid-19 school closure period were provided loan of devices
and dongles (portable internet connection device) by their schools. As of April 3, 2020, a total of
3300 devices and 200 dongles had been loaned out. By the end of May, the number of devices
loaned out by MOE is estimated to be 20,000 (Ong, 2020). Low-income families could also
apply for computers at subsidized prices and free access to broadband internet through IMDA’s
enhanced assistance program. Additionally, safe spaces within school premises were made
accessible to students who require such spaces to engage in internet-related learning activities
(MOE, 2020a). However, the digital divide did not end with just access to infrastructure. A
commentary in Channel News Asia by a Nominated Member of Parliament highlighted that
despite the government’s aspirations for Singapore to become a digital-oriented or “smart”
nation as articulated through a master plan called the Digital Readiness Blueprint, stories on the
ground reveal that there is a significant struggle in terms of digital literacy and skills, especially
among those belonging to low-income families, and the differently-abled (Ong, 2020). There are
children from rental flat (low income) communities whose educational continuity were
compromised by their parents’ struggle to help them with the use of Zoom or in-app functions
using donated laptops (Ong, 2020). There are students whose families refuse to take up device
loan offers by schools due to the liability clauses attached to the loan, and there are also students
who are reluctant to use the “safe’ space” provided in schools out of fear of the Covid-19
infection (Ong, 2020).
Where digital skills are concerned, the struggle is also reported among teachers. The
transition from face-to-face to home-based learning (HBL) has posed significant challenge for
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teachers interviewed by The Newpaper (Chia, 2020). One 52-year-old primary school teacher
expressed that, “Dealing with technology really exposed my weakness. Despite the preparation,
it was difficult to replicate actual classroom teaching for HBL. At times, I felt frustrated and
lonely, not knowing how to use the online tools at home” (Chia, 2020, para. 3.). Other concerns
raised by interviewed teachers include difficulty meeting the needs of every students through
online lessons, increasing homework submission rates, using Mother Tongue Langue characters
such as Tamil in online Tamil classes, and balancing meeting online teaching responsibilities
with caring for and helping their own children, who are also students, with their online learning
(Chia, 2020). One teacher who is the parent of a student taking the national high-stakes
examination PSLE is especially concern about her ability to help her daughter with her learning
while balancing teaching as well as meeting her family’s dining needs (Chia, 2020).
Southern Nevada
There is an overarching concern that digital divide will further widen achievement gap
among students at different cultural intersections. Based on 2014-2018 survey data, 189,473 out
of 258,267 occupied households in Nevada with children aged six to seventeen years, are in
Clark County. Out of those in Clark County, 17.1% are without a desktop or laptop computer
and 3.9% do not have any computing device at all, not even a smartphone. Out of those in the
households with at least one type of computing device, 7.7% do not have internet access (Kenny,
2020). With outbreak of the pandemic and closure of schools, continued education requires the
extensive use of technology and computing devices with internet access. Clark County School
District’s superintendent Jesus Jara, Ed.D. estimated that 27% or 120,000 of the school district’s
2019-2020 student enrollment will not have access to virtual instruction due to the lack of access
to either a computing device or internet (Kenny, 2020). Additionally, there are households with
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not enough devices to cater to the virtual learning needs of all students in the home, or those with
internet access but the service is unreliable (Willson, 2020). Due to these issues, CCSD
maintains that the school district cannot guarantee that every student will be contacted by their
teachers or receive continued education during the closure. Although many teachers feel
prepared for remote teaching with the development of various tools for online learning, there are
those who acknowledged experiencing challenges due to technological gaps and lack of guidance
from administration (Willson, 2020).
In interpreting collected data in this study, sharing of challenges related to the digital
divide will be analyzed within the context of culture, equitability, and social justice adhering to
the CRE framework. Cultural factors that will be included in the analysis include race, SES, age,
and (dis)ability. Just as a learning disadvantage associated with mainstream language mastery is
considered a disability (WIDA, 2017), in interpreting data in this study, disadvantages related to
digital skills will be analyzed as a disability as well. This approach is aimed at closing the gap in
existing data that only present digital challenges during the Covid-19 as only related to low SES
and lack of skill development.
Published Impact of Covid-19 on Education Internationally
In an article released on April 15 by Economic Insights, Canada (Frenette et al., 2020), a
strong focus was placed on the impact of Covid-19-related school closure on students’
performance in standardized tests. The article made close references to earlier statistical research
findings by Statistics Canada that indicated a relationship between instructional time and
academic performance in reading, mathematics, and science among a sample of 15 and year-old
youth. Looking at the sample age-group and the academic subjects focused on in the article, it is
inevitable to notice a direct link to the age group and academic subjects involved in PISA. I
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cannot help but wonder if the authors’ actual concern is whether Canada’s ranking in the
international standardized test in the three subjects for 15-year-olds will fall due to school
closures. Canada prides itself for having rapidly moving up the ranks in PISA, gaining seventh
position in 2015, and overtaking Finland to gain the sixth position in 2018 (PISA, 2015; PISA,
2018). Although concerns for students from lower income families due to internet and computer
device access issues as well as availability of effective parental supervision were emphasized on,
the general tone of the article was on how students from these families will fall behind in
academic performance and how students in general will not likely do as well in standardized
assessments. There seems to be a casual lack of concern for the actual well-being of students as
may be interpreted from the following excerpt:
While several measures have been put into place to limit the spread of COVID-19 in
Canada, it is important to consider the potential non-health related consequences of these
measures as we move past the pandemic. One such measure, school closures, may have a
negative academic impact on children. This has resulted in a need to shift students’
educational activities to their home through online resources, which may have
implications for the quality of learning activities in which they can participate and their
subsequent academic performance. (Frenette et al., 2020, p. 6).
The article does not offer suggestions for alternative learning activities or learning
assessment approaches that may be of equitable benefit to all students, or even suggest that such
measures may be considered. The only concern focused on is the impact of the school closures
on students’ academic performance with reference to standardized test scores in reading,
mathematics, and science.
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Another article with a similar focus to this one is by Burgess and Sievertsen (2020). This
article specifically targets school closures with direct concerns of impact on student performance
in standardized tests, both at internal and public assessments. Statistical data were cited by the
authors to highlight negative impact of school closures on student learning and student
performance in standardized tests that will ultimately put students at a disadvantage when
applying for higher education and subsequently in employment. Although inequitability in terms
of access to better education and schooling from home is mentioned, no real concern for
students’, families’, and teachers’ well-being is made apparent. The analysis is solely based on
linear statistical data. Again, referencing performance in mathematics, language, and science,
statistical findings of earlier research on the causal relationship between hours of learning in
schools to test scores were cited to support claims of the “negative impact” on school closures.
The authors surfaced findings to claim the absolute need to only use standardized test for
equitable measure of content mastery by students. They went so far as to state:
The global lockdown of education institutions is going to cause major (and likely
unequal) interruption in students’ learning; disruptions in internal assessments; and the
cancellation of public assessments for qualifications or their replacement by an inferior
alternative (Burgess & Sievertsen, 2020, p. 1)
Although the authors, in their analysis of “inferior alternative”, made references to other
forms of assessment that teachers have used as documented in earlier research works, the
examples provided only highlight possible bias when performance on given tasks is subjectively
assessed by teachers who know and see the students, thus preconceived prejudices such as those
that are gender-based may lead to unreliable assessment. The arguments presented fail to take
into account the possibility of getting students to demonstrate mastery of skills and knowledge
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through unstandardized assignments based on their own cultural environment and community
needs. The claims made in the article are not based on in-depth data, and not supported by wider
considerations of alternative assessment approaches.
Another study by Van Lancker and Parolin (2020) provides a more balanced focus
between academic achievement and the well-being of students with emphasis on the plight of
students living in poverty. The article highlights concerns for the living conditions of the
students in relation to their access to food and educational infrastructure. The data provided
documents impact on the students’ health, well-being and learning outcomes. However, the
study’s approach is to provide numbers in terms of percentages in supporting claims and
highlighting issues. These numbers are indeed valuable and useful in informing decisions.
However, what is not addressed in the article is the disparity of access to basic needs and
learning support infrastructure based on racial dynamics. Also, while I believe the analysis in this
article is more meaningful, there is a lack of focus on actual voices of students and stakeholders
at different cultural intersections. The study is only based on poverty with no associations to
other cultural factors impacting the well-being and access to infrastructural learning support
ignoring other systemically marginalizing factors in times of global catastrophe. The article (Van
Lancker & Parolin, 2020) reports that, “Previous recessions have exacerbated levels of child
poverty with long-lasting consequences for children's health, wellbeing, and learning outcomes”
(p. e243). What is not mentioned in the article is the plight of those who may not fall under the
“poverty” group and yet face structural and cultural challenges due to school closures within
rigid standardized systems in education.
Two other articles included in this review both provide empirical evidence in presenting
arguments. One study was based on the context of Hanoi, Vietnam (Tran et al., 2020), and the
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other on China (Zhang et al., 2020). The article within the context on Vietnam analyzes students’
learning habits during the school closures in relation to students’ SES and their occupational
aspirations, and whether students’ perception about self-learning and other factors impact
students’ learning habits. The study in China focuses on training and online teaching resources
along with infrastructure to ensure learning is not disrupted during emergency situations such as
the Covid-19 pandemic. Both studies are aimed at providing valuable statistical data that may
inform educational policies and directions. I do believe that the data provided are useful and I
understand that Vietnam and China are CHC-dominant countries where minority races are
hegemonically less visible. As such, race-based studies are not likely to be considered pertinent
within the countries’ sociopolitical context.
With reference to the study in China, although the study mentions the complexities of
home teaching and learning environment and situation as concerning for equitability in
education, the authors recommend standardized resources for teachers and the massive
development of online learning infrastructure as the solution (Zhang et al., 2020). Again here, a
call for standardized resources points to an oversight of cultural responsiveness and the
invisibility of minoritized cultural groups that may culturally relevant infrastructure. That said, to
the credit of the authors, they conclude the article with a call for nation-wide research on online
education to enhance future efficiency, and also for a more in-depth research on the different
student needs. This article supports my intention to supplement linear statistical data in existing
literature with in-depth analysis of lived experiences. Although the study as depicted in the
article comprise a review of data and earlier research findings and resources needed, the focus is
more on infrastructure and resources for optimal efficiency in reaching out to the needs of all
students and teachers in various regions of the country. There is no mention of concerns related

50

to students’ emotional and physical well-being within cultural context. My proposed study aims
to surface these concerns to fill this research gap.
In contrast to the areas of focus and approach of the other articles in this section of the
literature review, a publication by Minneapolis Foundation in the United States (Alexander et al.,
2020) addresses various topics on challenges faced by students at different cultural intersections
during the Covid-19 pandemic. This publication is a compilation of collaborative works by
authors of various races, including the minoritized. This is unlike all the other articles analyzed
in this segment that are the works of either White or CHC authors. Among powerful analysis and
arguments raised in the publication by the foundation is that although the school closures due the
Covid-19 pandemic has disrupted what is “normal”, it is time for the United States to move
beyond “normal” because what is considered “normal” is not entirely what is best for everyone.
The first article in the publication concludes with the resounding statement:
Due to the pandemic, this report was done on a more expedited timeline that is typically
desired. In this case, it was written and released in less than three weeks. However, we
felt that quick turnaround was essential to have an impact on a real-time crisis. We expect
to return to this work at a later date, when we have the luxury of reflection, to explore
what other lessons we can learn. We cannot predict at this time what we will learn long
term, but we can clearly say the lessons we eventually learn and advocate to be put into
practice will not be intended to return us to the unacceptable status quo. (Rybak &
Relerford, 2020, p. 6).
The authors’ statement strongly resonated with me. My research is aligned to the
conceptual framework and approach of the articles in this publication as it addresses issues
associated with perpetuation of marginalization of specific cultural groups through an obsession
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with standardized testing. The authors call for the embracing of a “new normal” that will
acknowledge cultural diversity and implement pedagogical and assessment practices that
empowers various cultural groups equitably. My contribution through this study is to build on
this publication with the interpretations of voices of students and parents in minoritized groups
within the CRE framework with specific focus on marginalizing impact linked to standardized
tests. With Singapore and Southern Nevada as my research sites, my proposed study is aimed at
extending the “call’ by the authors in this publication beyond Minneapolis.
Chapter Summary and Transition
This chapter presented relevant numerical data on the educational, sociocultural, and
sociopolitical context of Singapore and Southern Nevada as well as existing policies related to
the data. These numbers and information will serve as vital reference in analyzing and
interpreting data that will be collected for this study. The chapter also provided highlights of
reported views from stakeholders as well as official statements from educational authorities in
both research sites that will be analyzed vis-à-vis collected data for comparison. Emphasis of the
chapter is on existing data and information gaps that the proposed study aims to close.
In the following chapter on, Chapter 3, the study method will be described in detail.
Adherence to the culturally responsive evaluation framework in conducting this
phenomenological study will be highlighted along with specifics on sampling, ethical
considerations, interview and observation protocols, data organization and analysis, and
procedures to establish trustworthiness of the study.
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CHAPTER 3: METHODOLOGY
In the previous chapter, a literature review highlighting the systemic oppression of
peoples at the intersection of marginalized race and SES, and the microaggressions affecting the
performance of students belonging to these disadvantaged groups in standardized tests within the
two jurisdictions was presented. Also included were a review of recently published literature
documenting the impact of the Covid-19 pandemic on student learning along with analysis of
major concerns up to this point in time. Educational policies and measures implemented in
response to the Covid-19 pandemic, and published news articles documenting some impact and
reactions among educational stakeholders were additionally surfaced and reviewed as reference
points in conducting this research.
In this chapter, the data collection and analysis method for this study are described,
starting with the revisiting of the study design and framework. The sample selection, data
collection, and data analysis are elaborated on with close reference to the design and framework.
Additionally, procedures related to ethical and safety considerations are explained. An elaborated
analysis of the limitations of the study, and the procedures that will be put in place to establish
trustworthiness of the findings will follow. This chapter is concluded with a brief summary and
analysis of the expected outcome of the study.
Introduction
The proposed study is conducted guided by Culturally Responsive Evaluation (CRE) as a
theoretical framework. In this chapter, I provide the rationale for selecting CRE as the
framework instead of other theories related to culture and/or race and education. The emphasis
will be on the strength of CRE as a theoretical framework best suited for the nature of the
proposed study. Subsequently, I explain the need how phenomenological case study design
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perfectly works in symbiosis with the CRE framework, and how I plan to adhere to both the
design and the framework in conducting the proposed study in addressing the research questions
and fulfilling the purpose of it. The elaborations will be highlighted by how I intend to use the
CRE core-characteristics or tenets as theory-generated codes in collecting, organizing, and
interpreting data, to be supplemented with other in-vivo codes. Sampling, recruitment, data
collection, data organization, data analysis and interpretation procedures will also be explained in
this chapter along with how I address ethical considerations and the revisiting of the study
limitations.
Revisiting the Research Questions
This study aims to explore the degree of cultural responsiveness in the management of
policies related to standardized tests within culturally diverse populations in Singapore and
Southern Nevada as exposed during the Covid-19 pandemic. The research questions to be
addressed through this qualitative phenomenological multi-site case study are: 1) Do the lived
experiences of students, parents, and teachers during the Covid-19 pandemic portray cultural
responsiveness in the educational assessment systems of Singapore and Southern Nevada?; 2)
How does the education system in each jurisdiction navigate expectations in student standardized
test performance versus the safety and well-being of students and teachers during the pandemic?
The Need for Equitable Education System Guided by Social Justice
Perpetuating the use of standardized tests that are neither culturally responsive nor
culturally valid amounts to microaggression against students who are at the intersections of
various cultural marginalization. Microaggressions are everyday occurrences that, on the surface,
seem quite harmless and trivial but has been proven by research findings indicate that they have
powerful impact on psychological of marginalized groups and affect their standard of living by
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creating inequalities in education and employment (Sue, 2018, p. 22). Just focusing on race
alone, the oppression may be analyzed through the lens of Critical Race Theory (LadsonBillings, 1998) because failing to acknowledge and address race-based biasness in ILSAs, which
informs participating countries’ educational assessment policies, will result in the vicious circle
of marginalization as students of non-high-performing race within a racially and culturally
diverse country internalizes inferiorities and resort to alternative survival means. The argument
that standardized tests upholds the principles of meritocracy based on equality ignores or
disguises “the role color blindness plays in perpetuating racial inequity” (Dixson & Anderson,
2018, p. 125). Standardized tests are undisputedly oppressive to most students as “around 64% of
girls and 47% of boys reported that they feel very anxious even if they are well prepared for a
test. School work-related anxiety is negatively related to performance at school and to students’
satisfaction with their life” (PISA, 2015, p. 15).
Culturally Responsive Evaluation as Theoretical Framework
This study adheres to culturally responsive evaluation (CRE) as the theoretical
framework. CRE is an educational program evaluation concept designed for diverse cultural
settings that takes into consideration all the complexities associated with cultural intersections,
power balances, and social equity issues (Hood et al., 2015). CRE “marries theories of culturally
responsive assessment and responsive evaluation to bring program evaluation into alignment
with the lived experiences of stakeholders of color” (Hood et al., 2015, p. 283). According to
Hood et al. (2015), CRE extends the scholarship of Gloria Ladson-Billings, Carol Lee, Edmund
Gordon, and Sylvia Johnson in culturally responsive pedagogy and educational assessment.
Stafford Hood’s initial theoretical thoughts on culturally responsive assessment drew on the
concept of multicultural validity with emphasis on social justice as introduced by Karen
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Kirkhart. This concept was later linked by Hood to Messick’s definition of assessment validity,
highlighting positive and negative consequences of validation, to conceptualize the theory of
culturally responsive evaluation (Hood et al., 2015).
The relationship between culturally responsive pedagogy, culturally responsive
assessment, and culturally responsive evaluation that is grounded in equitable education and
social justice is illustrated by Figure 3.

Figure 3
CRE in Relation to Culturally Responsive Pedagogy and Assessment

As illustrated in Figure 3, culturally responsive evaluation marries culturally responsive
assessment with responsive evaluation. Culturally responsive assessment (CRA) supports
culturally responsive pedagogy as the latter cannot be sustained without an assessment system
that is aligned to it (Hood et al., 2015). Culturally responsive evaluation provides the instrument
that measures the degree of this alignment grounded in the tenets of social justice that is rooted
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in critical race theory (CRT). In other words, CRE evaluates the assessment system in terms of
methods and practices to inform the education system to what extend the assessment equitably
responds to the needs of and validates the abilities of marginalized race groups within cultural
context. Culturally responsive pedagogy is evaluated in relation to culturally responsive
assessment, as in, in what ways do the level of cultural responsiveness in assessment influence
the level of cultural responsiveness in the pedagogy. Both culturally responsive assessment and
culturally responsive evaluation is aimed at supporting culturally responsive pedagogy and
equitable education system.
A summary of the core characteristics of the CRE that are relevant to the context of this
study within culturally diverse settings are: 1) Challenges knowledge claims that delegitimize the
lives, values, and abilities of people of color (marginalized race); 2) Positions CRE as
multidimensional – recognizing demographic, sociopolitical, and contextual characteristics of
culture; 3) Understands knowledge as situational and context-bound; 4) Legitimizes culturalspecific knowledge and ways of knowing; 5) Expands context as totality of environment –
geographic, social, political, historical, economic, and chronological; 6) Understands and
respects varying communication and relational styles; 7) Protect or prevent the exploitation of
cultural minority and economically disadvantaged stakeholders.
Other Theories and Framework Considered
Critical Race Theory. As this study is aimed at addressing issues associated with the
culturally marginalizing impact of the use of standardized test as educational the default
assessment method with specific focus on race as the targeted cultural factor, it would seem
natural to embrace critical race theory (CRT) (Ladson-Billings, 1998) as the theoretical
framework. In fact, CRT is referenced extensively in this proposal in recognition of the strong
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influence it has over the proposed study. Yet, while CRT addresses multi-dimensional systemic
race-based oppression in the education system, the theory does not provide in-depth evaluative
analysis of the race-based oppressive factor in standardized testing. This factor is addressed by
culturally responsive evaluation (CRE) as the ontological factor, the recognition and
legitimization of versions of knowledge and reality based on lived experiences and cultural
standpoint (Hood et al., 2015; Mertens & Zimmerman, 2014). CRE also specifically addresses
axiology, the philosophy of what is valuable and what matters within particular cultural contexts
and environmental situation (Hood et al., 2015; Mertens & Zimmerman, 2014).
Aligned to mainstream Eurocentric notions of what counts as knowledge and what
knowledge and skills are valuable, and strongly influenced by neoliberal orientation, the
standardized aspect of standardized testing makes the current default educational assessment
method anti-anthology and anti-axiology. The tenets of CRE, grounded in social justice and
equitability, centers on ontology and axiology. The Covid-19 pandemic and the challenges faced
by students, particularly those at culturally marginalized intersections, in preparing for
standardized tests, calls for the rethinking of the re-evaluating of standardized test as the default
summative educational assessment method and the transformation must be done grounded in
ontological and axiological considerations. Thus, CRE is more closely aligned to my research
purpose and the nature of my research as compared to CRT.
Social Justice Education. Social Justice Education (SJE) is one that posits social justice
lens in addressing equitability is systemic marginalization of students at various cultural
minoritized cultural intersections (Adams et al., 2018). SJE was another theory that I considered
as a framework for the proposed study as the study aims to explore equitability and social issues
in education as amplified during the Covid-19 pandemic. However, SJE requires the recognition
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that systemic cultural oppressions are interconnected and intersectional. Thus, addressing any
particular aspect of cultural oppression cannot be done independent of analyzing other cultural
aspects. Cultural oppression through the SJE lens targets addressing racism, classism, religious
oppression, sexism, heterosexism, and trans oppression, ableism, youth oppression and elder
oppression and the intersections of the various “isms” (Adams et al., 2018).
While I found SJE to be a powerful all-encompassing framework for studies aimed at
contributing towards equitable transformation, I am conscious of the fact that the purpose of my
study centers on addressing racial oppression and the intersection of marginalized race and low
SES specifically because existing data and earlier studies points to these cultural factors as
having the strongest relationship to low academic performance (MOE, 2018; Musu-Gillete et al.,
2016; Ladson-Billings, 1998; Lingard & Lewis, 2016; PISA, 2015; PISA, 2018). My personal
and professional lived experiences further confirms this. Additionally, SJE does not focus on
standardized testing alone as an oppressive system, but targets addressing oppressions as a whole
at individual, institutional, and cultural levels (Adams et al., 2018). As SJE requires a lens that is
does not emphasize one form of cultural oppression over others while CRE specifically
addresses race and SES grounded in the tenets of social justice, with a strong focus on culturally
responsive assessment and evaluation, it became clear to me that CRE is more aligned to the
scope of my proposed study.
World Society Theory. I have read on and considered adhering to a framework with an
orientation towards the bigger picture in analyzing education at national and international levels.
One such theory is the World Society Theory (Meyer et al., 1997). The World Society Theory
posits the inherent need for countries and jurisdictions to adhere to norms established by
countries with hegemonic influence, entrenched into de facto global expectations of education
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systems that desire to be recognized as globally legitimate (Meyer et al., 1997). I considered the
proposed study to be based on this theoretical framework because Covid-19 is a global pandemic
and standardized test has been established as the default educational assessment method globally
through the coerced referencing of student performance ranking at international large-scale
assessments such as PISA (Addey et al., 2017). Thus, studies aimed at educational
transformation, especially where educational assessment is concerned, should take on the global
lens because individual countries and jurisdictions are not “at liberty’ to enact educational
transformations that are not aligned to the recognized practices by the world society, regardless
of any research data presented (Meyer et al., 1997).
Although this theory initially seems to be a sound one to embrace as a framework and
lens in approaching educational issues amidst a global pandemic, it became clear to me that
theories with a global lens requires statistical or mixed method and generalizable data. As
highlighted in my literature review chapter, Chapter 2, there are already existing research based
on statistical analysis and many more of such research are already being embarked on. Based on
my review of the existing literature and by following ongoing research by numerous
governmental and educational research agencies, I came to the conclusion that there is a gap in
in-depth qualitative research specifically addressing cultural-based oppressions. Thus, once
again, I was convinced that CRE is the theoretical framework best suited for my proposed study
as it supports in-depth phenomenological research approaches.
Learning from Existing Research with Culturally Responsive Evaluation as Framework
The American Evaluation Association endorses culturally responsive evaluation by
affirming the significance of cultural competence in evaluative research (CAISE, 2019). This
significance is associated with the ability to recognize, accurately interpret, and respect diversity.
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CRE is one of various culturally responsive stance in culturally responsive inquiry including but
not limited to evaluation, assessment, policy analysis, applied research, and action research
(CREA, n.d.).
Amongst earlier research with CRE as framework is one reported by Ryan et al. (2007)
on the use of CRE to evaluate a school-based and federally funded culturally responsive school
program involving three urban public schools and one Navajo reservation school in the
southwestern United States that were identified as “not making adequate yearly progress” as
determined by standardized test scores, in line with the No Child Left Behind Act. The project
entailed involving teachers and principals in professional development workshops to equip them
with required skills to conduct school-based evaluation for their respective schools.
Triangulation of data from interviews with various stakeholders and focus groups, as well as
analysis of documents, project information, and videos was highlighted.
The project did not fully attain desired outcomes. Among issues raised were teachers’ and
administrators’ disagreements on the notion of culture. Addressing cultural values within topdown bureaucratic structures and processes in school settings posed great challenge. Navigating
tensions in being inclusive and shifting power dynamics in schools was yet another. As my
proposed study is not empirically evaluative in nature and does not involve agreements with an
evaluation team, the challenges reported is not directly applicable to my research. However, a
valuable learning point I extracted from the Ryan et al. (2007) report is to look out for tensions in
power dynamics that may be associated with differences in cultural values and outlook within the
lived experiences shared by participants in my study, especially in matters related to standardized
testing. These tensions, if present, may serve as in-vivo codes in my data organization and
analysis towards generating themes and interpreting findings.
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Another earlier study with CRE as framework that is relevant to my proposed study
involves the operationalizing of the general principles of the CRE framework on the ground to
design a talent development program aimed at improving the knowledge, attitude, and practice of
junior high school students related to school-to-career opportunities in an intervention program at
a junior high school in an urban northeastern part of the United States (Manswell et al., 2004).
The program was conducted in partnership with Howard University’s Center for Research on
Education of Students Placed at Risk (CRESPAR). The program was evaluated by the
stakeholders to be labor-intensive but successful. The stakeholders reported benefiting from the
program while program participants demonstrate positive outcomes.
What I learned from the talent-development project based on CRE is the adaptability and
versatile nature of CRE as a framework. It affirms the way I have adapted CRE to be used as a
theoretical framework instead of an actual empirical evaluation research project. My proposed
study does not aim to provide empirical evaluative data but to surface voices and leverage lived
experience of various stakeholders, to generate an interpretation of the cultural responsiveness of
policies related to standardized testing, as amplified during the Covid-19 pandemic, guided by
the tenets of CRE as the theoretical framework. As stated by Hood et al.(2015), the framework
allows for it to be taken in general form and fill in context-specific details on the ground.
Adherence to Design and Framework
The proposed study is a phenomenological multi-site case study within a culturally
responsive evaluation framework. Adherence to the phenomenological nature of the study
requires obtaining and recording in-depth narrations of lived experiences of a small sample size
who has gone through similar circumstances in life (Marshall & Rossman, 2016; Creswell &
Poth, 2018). The qualitative and explorative in nature of the phenomenological study requires the
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interview and observation protocols to avoid only including questions that will illicit answers
specifically addressing the research questions but will ensure that relevant data may be harvested
from participants’ narrative answers (Marshall & Rossman, 2016; Creswell & Poth, 2018). On
the other hand, the culturally responsive nature of the framework requires a direction towards
collecting data based on cultural standpoints with emphasis on social justice issues, with cultures
of participants as well as the culture within each site to be taken into consideration (Hood, et al.,
2015). Emphasis must be placed on surfacing the voices of participants at the intersection of
marginalized cultural groups. As such, participants belonging to this cultural group will be the
majority of stakeholders included in the proposed study.
In adhering to the evaluation aspect of the framework, the purposively selected sample
must include at least one representative from various educational stakeholder groups (Hood et
al., 2015), namely students, teachers, parents, and policymaker. As the strongest cultural impact
on standardized test performance is from the intersection of race and SES (Gay, 2010; Giroux,
2012; Hursh, 2006; Ladson-Billings, 1998; Lingard & Lewis, 2016; Nieto & Bode, 2016), race
and SES will be the main criteria is the selection of participants in the core stakeholder groups.
As a multisite case-study, the stakeholder groups represented in one site will be replicated in the
other (Creswell & Poth, 2018). As the design of this study is phenomenological and the
culturally responsive evaluation aspect of the study is the framework, generalizability through a
representative sample size as a feature of an evaluative study is not adhered to and not the
intended outcome because the focus of this research is to surface voices and the lived experience
of educational stakeholders, particularly those at marginalized intersections. This is achieved
through the phenomenological design. The evaluative feature of the CRE framework is applied
only in planning data collection and interpreting data. Various stakeholders at various cultural

63

intersections are interviewed for triangulation purposes in adherence to both the cultural and the
evaluative aspect of the framework, while the tenets or core-characteristics of the CRE are used
to code and analyze data to determine the cultural responsiveness of educational policies,
decisions, and practices, especially where standardized test matters are concerned, solely as
applicable to the lived experiences of interviewed stakeholders within the two jurisdictions and
not meant to reflect a generalizable comparative evaluation of the education systems of both.
Sampling
In addressing the research question, this study will utilize convenience and snowball
sampling (Marshall & Rossman, 2016). Participants will comprise at least one student, one
teacher, one parent, and, if possible, one policymaker or administrator up to a maximum of eight
participants of culturally diverse backgrounds from each of the two cities. The adult participants
are recruited through convenience sampling. This means that the parents, teachers, and
administrators or policymakers recruited are my personal friends who I have known for more
than one year and with whom I have had regular interactions with in the past or on an ongoing
basis. The students will be recruited based on snowball sampling. This means that they are the
children or relatives of my personal friends who may or may not be my research participants
themselves. This sampling method is necessary as the phenomenological study requires the
sharing of lived experiences by research participants. Thus, the recruited participants must have
established trust towards me, the researcher, in order to feel comfortable during the interviews.
Qualitative data are to be collected via open-ended or semi-structured interviews and
observations. Core characteristics of the CRE will be used as initial theory-generated codes
(Marshall & Rossman, 2016) in setting evaluation direction and organizing collected data. The
interviews will be conducted virtually via Zoom. Conducted within one to two hours duration

64

each, the interview locations, for the participants, will be where they may show me objects or
environments that are relevant to support their description of experiences. This location will most
likely be their own homes where the participants engaged in home-based educational activities
either as students, teachers, or parents. For policymakers or administrators, the interview and
observation locations may either be their office of their homes. The selection of participants will
be based on criteria illustrated in Table 2.

Table 2
Sample Selection Criteria
Stakeholder Category
at Each Site
Students

Parents

Teacher
Policymaker

Cultural Facet of Participants
Intersection of minoritized
race/ethnicity and low SES
Intersection minoritized
race/ethnicity and middle to
high SES
* White or CHC (SES will be
noted but not purposively
sampled)
Intersection of minoritized
race/ethnicity and low SES
Intersection minoritized
race/ethnicity and middle to
high SES
* White or CHC (SES will be
noted but not purposively
sampled)
Race/Ethnicity will be noted but
not purposively sampled
Race/Ethnicity will be noted but
not purposively sampled

Minimum number of
participants in each jurisdiction
1
1

1

1
1

1

1
1

Total: 8
Note. White will be the dominant race selected in Southern Nevada, and CHC will the dominant race
selected in Singapore.
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Sampling Rationale and Assumptions
Teachers and policymakers sampled are assumed to continue to receive salary payments
during school closure as they are essential service providers. Other than experiencing struggles
where home-based learning is concerned and for some, navigating work and home, their race and
ethnicity will not be the focus of this study which has students and parents at the center of the
topic. Perspectives of teachers and policymakers will be considered as data for triangulation and
they are able to provide input on observation of student and their families’ lived experiences. In
order to maintain focus on students, other than challenges faced in navigating home-based
learning practices and policies, teachers’ and policymakers’ lived experiences may be considered
for future research but will not be analyzed for this particular study.
Also, the focus is on the voices and lived experience of marginalized race/ethnicity at
intersection with low SES. Therefore, white and CHC students will only be interviewed to
provide perspective for triangulation purpose. Their SES will be noted but not purposively
selected. The majority of sample from the combined students and parents group will be those
belonging to a minoritized race at the intersection of either low or high SES as self-identified by
the recruited participants using an eligibility survey accessed by potential participants via
recruitment flyers.
Recruitment and Compensation
As the researcher who is already familiar and immersed in the educational scene of both
Singapore and Southern Nevada, I have been maintaining a contact network of educators in both
research sites. I am also in touch with acquaintances at both research sites who are parents of
elementary and/or high school students from diverse cultural groups. Therefore, convenience and
snowball sampling in both jurisdictions is not expected to pose problems. Students below the age
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of 18 years will require both assent form for the students themselves (see Appendix 3A), and
permission from their parents (see Appendix 3B). All adult participants aged 18 and above will
be required to sign the consent form (see Appendix 4).
In appreciation for the participants’ time and to motivate participation, all interviewed
participants will be awarded with compensation. For participants in Singapore, gift cards or
vouchers worth Singapore Dollar (SGD) $50 each will be awarded, while gift cards or vouchers
of USD $35 each will be awarded to Southern Nevada participants. As of June 1, 2020, USD $35
is equal to about SGD $50 (XE, 2020). Whether the compensation will be in the form of onsite
shopping vouchers or online shopping gift-cards will be entirely based on the participants’
shopping preference or accessibility to internet or computer devices. In line with cultural
responsiveness, the types of vouchers or gift-cards will be different for participants from the two
research sites. For participants in Singapore, the gift cards will be for shopping at LazadaRedMart which offers both groceries and other popular and necessary items, much like Amazon
in the United States for which the gift cards will be awarded to Southern Nevada participants.
Participants in Singapore will receive NTUC Fairprice shopping vouchers, while participants in
Southern Nevada will receive vouchers from Target should they indicate onsite shopping
preference. Indication of compensation preferences will be collected at the time of recruitment
and prepared immediately thereafter.
Each participant will only receive the gift card or voucher upon completing the whole
interview and observation process. In order to maximize security and confidentiality, gift cards
bought online will be emailed directly from the respective retail companies upon purchase via
password-protected online applications. Vouchers will be bought in person and snail-mailed to
the participants after the final interview and observation session.
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Ethical Considerations
Privacy and confidentiality concerns are addressed as required by UNLV’s Institutional
Review Board (IRB). The proposed study will follow all guidelines of the Research Protocol
Proposal Form that will be submitted and approved by the university’s Institutional Review
Board (IRB). This approval has to be secured prior to beginning any data collection associated
with the conduct of this proposed research study. The purpose of the proposed research study and
the data collecting methods will be explained to all participants. All information pertaining to
participants in this proposed research study will be collected stored in a confidential manner,
such as in a password protected Wi-Fi-disabled laptop, in a locked area of my home. Likewise,
all data will be stored and handled with confidentiality, and destroyed after three years. Adult
participants will receive and sign a consent form if they choose to voluntarily participate in the
proposed study. Participants below the age of 18 years will be required to sign the assent form
supplemented by their parents’ signature on the parent permission form. To protect participant’s
identity, pseudonyms will be used throughout the entire data collection process. The participants
may choose to pick their own pseudonym. No children below the age of 10 years will be
included in the sampling to avoid the possibility of imposing stress on students who are too
young. At 10 years old, most students would at least be at middle school grade.
Data Collection Procedure
In line with established UNLV research ethics, prior to the start of data collection, IRB
approval will be obtained. The timeline for the data collection procedure will be as illustrated in
Table 3.
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Table 3
Planned Data Collection Procedure Time Frame
Activity

Time Frame

Considerations

Obtaining IRB approval

06/12/2020 –
07/31/2020

A period of at least six weeks is set aside with
awareness that the approval may take longer.

Recruitment of research
participants in Singapore and
Southern Nevada

08/01/2020 –
09/15/2020

Interviews and observations
begin in Singapore

08/05/2020 –
08/22/2020

Recruitment activities will begin as soon as IRB
approval is obtained. As I (the researcher) will be in
Singapore during the first three weeks of this period
during which time, recruitment as well as data
collection activities may be conducted in the
jurisdiction. Recruitment of participants in Southern
Nevada will begin on September 1.
Interviews and observations may begin as soon as
assent and consent are obtained. This may mean
starting the activities before the end of recruitment
period in order to accommodate participant availability.

Interviews and observations
begin in Southern Nevada

08/28/2020 –
09/30/2020

Although participants initial consent may be obtained
via email during the recruitment period, data collection
via Zoom may only be conducted upon my return from
Singapore to avoid time difference issues. My expected
date of return to Southern Nevada from Singapore is
August 26.

Transcription and organization
of collected data (coding and
categorizing for analysis and
interpretation)

10/01/2020 –
12/31/2020

Transcription and coding may be conducted manually
or using a software.

Analysis and interpretation of
coded data for determination of
themes, followed by the
triangulation of findings with
research participants.
Documenting the report of
findings in the dissertation
paper, and subsequently
defending the dissertation.

01/01/2021 –
01/31/2021

Triangulation of findings is limited to the parts specific
to each participant in order to maintain privacy and
confidentiality of responses.

02/01/2021 –
03/31/2021

The last day to defend the dissertation for Spring
graduation is mid-April.

Data will be collected in the form of interviews and observations. The interview protocol will
ensure that interview items are developed guided by codes that will ensure required data
collected will provide enough details for CRE core characteristics to be analyzed (see Appendix
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1). In line with phenomenological approach, the interviewee’s location for each interview will be
at the exact location(s) where home-based learning activities are engaged in by the participants
during the Covid-19-related school closures. This is purposive so that the participants may
demonstrate or show actions, objects, images, audio-visual equipment, or any other materials and
resources relevant to their interview protocol responses. Everything that is shown or
demonstrated will be audio-visually recorded using Zoom’s in-application recording tool. Notes
will be taken in adherence to the observation protocol (see Appendix 2). The recorded
observation of materials, environment, and conditions will be transcribed as thick descriptions
along with recorded interview responses.
Observation data will comprise thick descriptions of items or environments shared with
me (the interviewer) during the interview. Collected data will be organized based on codes
comprising key words from CRE characteristics as well as additional emergent in vivo codes.
Although not all the questions in the interview protocol mentioned examination or standardized
test, as the interviewer, I will look for data from the interview responses that reference or include
information related to examination or standardized test matters. From the analysis of data, one or
two themes are expected to emerge leading to an interpretive evaluation on the level of cultural
responsiveness of each jurisdiction’s approach and policies where standardized tests are
concerned amidst the Covid-19 global pandemic.
Although the planned time frame will be as described in Table 1, only the projected start
and end date of the research procedure will be indicated in the IRB to accommodate flexible
arrangements based on the progress of activities that will only begin upon obtaining IRB
approval. As participants’ comfort and safety is of paramount importance, virtual interview and
observation via Zoom is the mode of choice. Should face-to-face meetings be unavoidable at any
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time during the research, I (the researcher) will remain at least six feet away from participants
and wear a protective face covering such a cloth or surgical mask at all times in line with
precautionary social distancing measures (CDC, 2020; WHO, 2020).
Inclusions and Exclusions
As this study is based on education system within jurisdictions and not based on specific
schools, data on schools associated with the research participants will not be included in the
analysis. The environment within the premises of the schools will also not be observed. Essential
data on education systems will be obtained only through publicly available data on official
websites.
As the focus on “voices” will be mainly on students and parents at marginalized
race/ethnicity and SES, the selection of participants from the teachers and policy-makers
stakeholder groups will not be stratified. The sample will consist of participants of different
genders although gender will not be considered a criterion in assessing cultural intersection at the
selection process. In order to ensure interviewed students are better able to answer interview
questions independently, only those aged between 10 and 18 years old will be eligible.
Data Organization and Finalizing Themes
In keeping to the CRE framework, keywords and phrases of the CRE core values will be
used as codes in organizing data. The key words and phrases that will be used as theorygenerated codes are:
•

Legitimizing/delegitimizing cultural capital

•

Multidimensional cultural context

•

Situational and context-bound knowledge

•

Cultural-specific knowledge
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•

Environment

•

Varying communication

•

Protect or prevent exploitation of the marginalized
A codebook will be developed to record the alignment of specific codes to CRE

corresponding characteristics. In line with phenomenological aspect of the study, emergent
inductive codes will be added to the code book based on responses from the participants or
observation notes. Should there be word or phrases from participants that may be used to
categorize recurring data, in vivo inductive codes may be used to analyze data within those
coded categories against those coded as aligned to CRE characteristics.
Trustworthiness and Limitation
As a phenomenological study, the design requires my personal lived experience to be
leveraged in interpreting data. Culturally responsive evaluation as the theoretical framework also
requires the researcher to have shared lived experience with participants or acquired sufficient
exposure to be able to interpret cultural nuances such as meanings of words as used within
specific cultural circles, or mannerisms denoting particular intentions (Hood et al., 2015). The
researcher must be able to fully understand the cultural standpoint of the participants and make
interpretations with strong considerations on equitability and social justice. In this aspect,
trustworthiness of the study, while enhanced by my connection as a woman of color with deep
understanding of the oppressions experienced by other communities of color within educational
context within the CRE framework and phenomenological design, may be analyzed by those
inclined towards empirical research as low due to the likelihood of pre-existing bias influencing
interpretations. Despite the intentional approach of surfacing suppressed voices as only those
sharing similar experiences would understand, in order to increase credibility of the study, a
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second coder will be engaged to provide other possible interpretations based on a different
perspective. Perspectives that are in direct contrast to my own will be deliberated to achieve
consensus. However, should a consensus not be reached, the differing interpretation will be
documented in the study outcome as alternative interpretations.
Another limitation to the study is the small, targeted sample size. This small sample size
is necessary to provide enough time to gather as much sharing of experiences as possible from
each participant to gain deep insights (Creswell & Poth, 2018; Marshall & Rossman, 2016).
While the outcome of the study may not be generalizable, analyzed insights gained from the
study will serve as valuable reference for future research when more voices and insights may be
obtained building on from this one. Deeper voices and insights are valuable for a more thorough
analysis of issues which may not be solved just based on numbers (Creswell & Poth, 2018;
Marshall & Rossman, 2016).
Lastly, interviews and observations conducted via virtual conference may not allow for
the most authentic and vivid observations and interpretations due to the limited scope of views
from computer or cellphone cameras. The distance between interviewer-observer and
participants separated by a screen may cause the researcher to miss some important details at
some point. To minimize or totally alleviate this risk, I (the researcher) will maintain high
vigilance level to pick up possible hidden sounds or visuals. Collected data and interpretations of
the data will also be shared with the participants for verification and validation purposes.
Chapter Summary
In Chapter 1, the problem statement, purpose of study, and significance of the study was
explained, and a comprehensive background information on the study along with definitions of
key words were provided. In Chapter 2, a review of the literature was presented. The literature
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review highlighted issues of inequitability and the systemic marginalization of students and
oppressed cultural intersections in the education systems of the two research sites. Recently
published analysis on the educational impact of Covid-19, as well as published reports on public
responses to government educational measures to curb the spread of Covid-19 were also
discussed as reference points in conducting this study. In this chapter, Chapter 3, a
comprehensive description of the research methodology in adherence to the CRE framework was
presented. Matters related to ethics, limitations, and trustworthiness were also surfaced and
addressed along with IRB-guided safety procedures in the prevention of Covid-19 infection.
Upon completion of the study, data and findings will be presented in Chapter 4, while
conclusions, discussions, and future research considerations will be in the concluding chapter,
Chapter 5.
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CHAPTER 4: RESULTS
In the previous chapter, I provided details of the research method for this study as it
adheres to the study design of phenomenological multi-site case study within a culturally
responsive evaluation (CRE) framework. The details included the selection of research
participants, and my plans for data collection and data analysis. Limitations and trustworthiness
were also considered and addressed.
In this chapter, I present my findings based on the analysis and interpretations of coded
data and identified themes. I begin the chapter by describing the data collection and analysis
process as it was adapted while still remaining in adherence to the study design and framework,
within the limitations and constraints brought about by the impact of Covid-19 pandemic as well
as existing sociopolitical restrictions. The chapter concludes with a summary of the findings that
will be discussed in great detail in Chapter 5 towards answering the research questions.
Introduction
In analyzing the findings of this study, it is important to revisit the research questions.
The questions are: 1) Do the lived experiences of students, parents, and teachers during the
Covid-19 pandemic portray cultural responsiveness in the educational assessment systems of
Singapore and Southern Nevada?; 2) How does the education system in each jurisdiction
navigate expectations in student standardized test performance versus the safety and well-being
of students and teachers during the pandemic? As this study is designed as a phenomenological
multi-site case study within a culturally responsive evaluation (CRE) framework, a shared lived
experience is a requirement for me as the researcher. The sociopolitical restrictions I faced in
recruiting participants in Singapore made it necessary for me to leverage the shared lived
experience I have with the participants at the research sites by taking up the role as a participant-

75

researcher and including autoethnographic data collected by observing and interacting with
educational stakeholders, and by reflecting on my previous experiences as an educational
middle-manager in Singapore in connection to my observations and interactions. In this chapter,
I describe my research sample and the challenges I faced in recruiting participants, my data
collection and coding processes, and the findings based on coded data and identified themes.
Sampling and Recruitment Challenges
In discussing the sample profile, background information of the two research sites must
first be revisited. The majority race in Singapore is Chinese and the minoritized races are Malay
and Indian; while in Southern Nevada, the majority race is White and the minoritized race are
Latinx and African American. From August, 2020 to February, 2021, I was able to recruit six
participants in Singapore and six participants in Southern Nevada through convenience and
snowball sampling. As I have stated in Chapter 3, convenience sampling refers to my
engagement of personal friends who I have known for at least more than one year and with
whom I have interacted regularly in the past or on an ongoing basis. These friends are either
those I grew up with since my school days, those I knew through the teaching fraternity in
Singapore and Southern Nevada, or those who I have met and worked with while taking weekly
educational courses together and remained in touch through occasional meetings professionally
or personally. Snowball samples are participants I recruited via their close connection to my
personal friends. This sampling method is in adherence to the phenomenological design of the
study to ensure that there is enough established trust for the recruited participants to feel
comfortable sharing details of their lived experiences with me as the interviewing researcher.
In determining race and SES, participants were given the agency to self-identify based on
their own life experience and preference, both during recruitment discussions and using the
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eligibility survey that participants accessed via recruitment flyers. All the participants or
potential participants were able to confidently determine their own race and self-identified
themselves accordingly except for few participants were undecided and needed guidance in selfidentifying their socioeconomic positions. Although in the United States, the national household
median income range in 2018 was from $48,500 to $145, 500 (Bennett et al., 2020), many other
factors such as household size and number of dependents, the city and state of residence, and
health condition of household members, educational needs, and financial commitments should be
considered too. Additionally, the Covid-19 affected the financial situation of many households
due to a significant number of adults losing their job or taking a pay-cut (Bennett, 2020). Thus, I
advised participants who were uncertain of where they stood in terms of SES to assess their
financial situation based on the level of financial pressure they were experiencing, or the lack of
it, at the time they took the eligibility survey. Those who experienced higher pressure should
self-identify as being of lower SES while those who experienced little to no pressure should selfidentify themselves as being of higher SES.
I was not able to adhere to my planned research timeline due to unanticipated challenges
such as difficulties recruiting participants due to sociopolitical restrictions in the case of
Singapore, and pandemic-related struggles of potential participants and myself as the researcher.
In Singapore, laws put in place to control the circulation of information such as the Protection
from Online Falsehoods and Manipulation Act (POFMA) passed by the government in 2019
(Singapore Statutes Online, 2019), and the penalties imposed on those deemed by the
government to have committed the “offense”, have been effective in instilling fear in adult
potential participants, particularly those employed by the government such as teachers, school
administrators and policymakers. This fear resulted in the six school administrators/policymakers
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approached by me declining to be officially interviewed without prior approval by the Ministry
of Education. It would not be ethical for me to obtain this approval because it will involve
revealing the identity of the potential participants and, possibly, a screening of the questions to
be asked by me and answers to be given by the participants.
Another challenge was the difficulties associated with the pandemic itself. In Singapore, I
was not successful in recruiting an Indian parent of lower SES, a stakeholder profile that I
planned to include in my research. Initially, through snowball sampling efforts, I was able to get
in touch with three parents who fit this demographic profile. However, although one of the
parents originally agreed to participate, she seemed to be struggling with too many challenges
that she could not find time for the interview or even to reply to my calls and text messages most
times. Another parent could not participate as he became caught in a bitter family squabble
involving the person who referred me to him, and the third parent fell ill and was hospitalized
soon after I sent her the recruitment flyer. It was unclear if her illness was Covid-19 related
although she was a hospital healthcare worker.
In Southern Nevada, the challenge was in getting participants through snowball sampling
too. These were mainly students although the African American parent I interviewed also took
almost two months to respond to my follow-up emails after the first two initial responses
expressing her interest. I had to wait for her reply to my interview scheduling request. Also, upon
successfully recruiting a Latinx student of lower SES through convenience sampling, I started
working on recruiting an African American student of higher SES. I was given the contact details
of three students by an African American friend. Two of the students responded enthusiastically
but one turned out to be half Latinx and felt that she was more Latinx than African American.
Another student turned out to be of lower SES and I was looking for a student of minoritized
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race of higher SES. The third student told me that she was African American of higher SES but
after only responding to my calls twice three weeks apart, she did not even take the eligibility
survey sent via email with the recruitment flyer despite repeated text reminders. She then
stopped responding totally. As for recruiting a White student, a White parent friend tried to get
his son to participate but the son refused as he already hated having to spend so much time in
front of the computer daily for remote learning during the pandemic. The thought of spending
another one to two hours being interviewed via Zoom was thus revolting to him. Another White
friend referred me to her nephew. After initially agreeing to participate, it took repeated attempts
over about six weeks to get the student to respond to each email and subsequently, take the
eligibility survey and schedule an interview appointment. It was not until I started asking
questions during the interview that he revealed that he actually was attending high school in
Texas, not in Southern Nevada. When asked if he understood that my research only involve
students in Singapore and Southern Nevada, he said he did but thought that there would not be a
difference in data even if he attends school in Texas. Although I continued with the interview, I
did not include data from that interview in this research.
The final and yet most significant challenge was my own experience being infected with
Covid-19 in mid-December at the time when I had to work on finalizing data collection based on
my proposed timeline. I suffered severe symptoms from the infection which started setting in
around December 20, 2020 and at one point believed that I would die from it. After a week of
struggle with severe symptoms, I began to recover slowly. However, I was only able to function
physically and mentally well enough to proceed with the research about a month later. It was
then that I scheduled the interview with the White student in Texas. The Latinx student
participant that I had interviewed much earlier then tried to help me recruit one of two African
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American students of higher SES who were her classmates. However, almost a week later, I was
told that both the students declined. By then, it was already approaching the end of February and
I had to end my recruitment efforts in order to remain within my research time frame. As I was
already two months behind time, I had to engage two transcribers to help me with the
transcribing of 12 video interviews. Both transcribers signed the non-disclosure agreement
required for IRB approval. I still had to spend an additional three days checking the
transcriptions for accuracy and amending errors.
Final Sample
Although I included myself as a participant-researcher and autoethnographic data from
me are coded in the data analysis, I do not include myself in the final sample count as my
observations and reflections are supplementary and not confined within specific stakeholder
category. Thus, the final sample consists of six participants in Singapore and six in Southern
Nevada. However, the stakeholder role and cultural intersection positions are different in
numbers between the two jurisdictions. Table 4 below illustrates the numbers under each
category:
Table 4
Sample Categories
Singapore

Southern Nevada

Stakeholder
Position
Student
Student

Race
Malay
Indian

Lower
Upper

1
1

Stakeholder
Position
Student
Student

Student
Parent
Parent

Chinese
Malay
Indian

(Upper)
Upper
Lower

1
1
0

Student
Parent
Parent

Parent
Teacher

Chinese
-

(Upper)
-

1
1

Parent
Teacher

Policymaker/
Administrator

-

-

0

Policymaker

Total

SES

N

6

Race
Latinx
AfricanAmerican
White
Latinx
AfricanAmerican
White
(NativeAmerican)
(White)
Total

Note. Data in parentheses indicate cultural facet not purposively selected.
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SES

N

Lower
Upper

1
0

Upper
Lower

0
1
1

(Lower)
(Lower)

1
1

(Upper)

1
6

As shown in Table 4, I have originally targeted recruiting, in each jurisdiction, one parent
and one student from each minoritized race at different SES levels, one parent and one student of
the majority race, one teacher, and one policymaker or administrator. The SES level of the parent
and student from the majority races, as well as both the race and SES level of the teacher, and the
policymaker or administrator were not purposively selected although noted. However, for
reasons described earlier, in Singapore, I was not successful in recruiting one parent at the
intersection of minoritized race and low SES, and a policymaker or administrator. In Southern
Nevada, I was unable to recruit a student at the intersection of minoritized race and high SES,
and a White student. I was still able to proceed with the study because there were still at least one
representation by a member of a minoritized race at lower SES by a parent or a student. There
was also still a representation by a member of the majority race in Southern Nevada by a White
parent. I needed a representation by an administrator or policymaker in Singapore. Thus, I
leveraged my shared lived experience as a former educational middle-manager in Singapore to
represent this stakeholder position by incorporating autoethnographic data based on my
observations and my personal interactions with currently serving teachers, administrators, and
policymakers in Singapore and connecting them to my experiences. In so doing, I placed myself
as an active participant-researcher.
Coding Considerations
As mentioned in Chapter 3, my planned data analysis method was by first coding data
based on CRE core characteristics that served as theory-generated codes. The seven theorygenerated codes were: 1) legitimizing/delegitimizing cultural capital, 2) multidimensional
cultural context, 3) situational and context-bound knowledge, 4) cultural-specific knowledge,
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5) environment, 6) varying communication, and 7) protect or prevent exploitation of the
marginalized.
As the two research sites were of different cultural contexts and my seven theorygenerated codes were derived from CRE as conceptualized within the context of the United
States only, before I started data coding, I searched for articles on culturally responsive
evaluation or assessment within the context of Singapore as a Southeast Asian country. My aim
was to derive theory-generated codes informed by an intellectual discourse conceptualized by a
Malay or Indian educational researcher or established theorist(s). Through Google Scholar with
the criteria: 1) culturally responsive evaluation, 2) learning assessment, and 3) Singapore, I found
4520 articles. I read the abstract of the first 50 listed but found the articles to be either written by
Chinese author(s) in Singapore, or author(s) in the United States or United Kingdom. Many of
the articles in the list were also based on comparisons and analysis within East Asian or
Confucian Heritage Cultural contexts involving Hong Kong, Taiwan, and also Vietnam. I wanted
something that takes into account the minoritized ethnic groups in Singapore such as Malay or
Indian. As it became clear that Malay and Indian perspectives were not actively engaged in
Singapore where educational discourse is concerned, I replaced Singapore with Malaysia as one
of the search criteria. The result was 3130 articles. However, the context of most of the articles
were higher education and specific fields such as dental, and nursing; and the evaluation theories
were mostly intended for the evaluation of higher education lecturers.
Nevertheless, I found one article by Mohammad Noman, and Amrita Kaur (Noman &
Kaur, 2014) who are both senior lecturers at the Universiti Utara Malaysia, in Kedah, Malaysia.
Although the article did not address cultural responsiveness by that specific term, it delved on
assessment that caters to diverse learners with different sociocultural backgrounds and abilities.
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Among the works that informed the authors’ theories were Stefanakis and Meier’s concept of
differentiated assessment for multiple intelligence and diverse learners, Jung and Guskey’s
concept of ability-based assessments, and Vygotsky’s theory of sociocultural context of
intellectual development (Noman & Kaur, 2014). Noman and Kaur recommends two types of
educational assessments: (a) ability-driven assessment that is based on students’ needs, and (b)
preference-driven assessment that is based on students’ preference as aligned to their
sociocultural-influenced personality. Although Noman and Kaur’s theory is not grounded purely
on intellectual works of other Southeast Asian theorist of minoritized ethnicity, I found their
work worth referencing as a starting point because I was confronted with Syed Hussein Alatas’
notion of intellectual imperialism, and the captive mind (Alatas, 2000).
Syed Hussein Alatas was a prominent figure among Malay intelligentsia who was also a
well-regarded professor at the Institute of the Malay World and Civilization, National University
of Malaysia. According to Alatas, colonialism and western imperialism is perpetuated by the
recognition and validation of only theories conceptualized within the western world (Alatas,
2000). Western researchers set out to non-western nations and are hailed for theories that they
concoct about those nations, while non-western researchers who try to do the same about western
nations or even their own nations have their works unrecognized, unvalidated, or simply ignored.
As such, researchers and theorists from regions such as Southeast Asia may only have their
works in applied sciences published. In other words, non-western researchers are confined to the
realm of applied sciences that have limited reach. Alatas’ notion of intellectual imperialism and
the captive mind was exemplified by my difficulty finding an educational theory relevant to my
research that is conceptualized by a Southeast Asian theorist, grounded in the intellectual works
of other Southeast Asian theorists. Based on my readings and reflections, I came to the
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conclusion that both Noman and Kaur’s theory on ability-driven, and preference-driven
assessments, and Alatas’ notion of intellectual imperialism and the captive mind resonate with
my identified CRE codes of legitimizing/delegitimizing cultural capital, situational and contextbound knowledge, and cultural specific knowledge. As such, although I will still reference their
works in the discussion of my findings, it was not necessary for me to include additional theorygenerated codes based on those works.
In the process of coding, I originally planned to add in-vivo codes based on recurring
words and phrases in the transcripts. However, as I could not find enough of such terms, I added
inductive codes instead based on recurring situations or perceptions. Like the theory-generated
codes, these inductive codes are still descriptive in nature as I find such codes adheres to the
evaluative framework in a way that aligns to the research questions. A total of five inductive
codes were added to the codebook in the process of coding. These codes were: 1) studenteducator match (cultural competence), 2) humanizing, 3) social conditioning, 4) national and/or
organizational pride and safe-guarding, and 5) collaboration and teamwork. Of these inductive
codes, only ‘humanizing’ was inspired by what was said by a research participant in Southern
Nevada. The Native American teacher had mentioned Maslow a few times while referencing the
need to navigate life’s needs under the circumstances. Subsequently, I read Maslow’s related
work. This led me to the inductive code of ‘humanizing’ that is based on Maslow’s hierarchy of
needs (Maslow, 1943) and shared vulnerabilities (Zembylas, 2013). I felt the need to include this
code while evaluating practices within the context of a global pandemic where jurisdictions and
education systems were in a state of crisis. The code also helped me to identify data associated
with the second research question in this study.
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The Coding Process
The transcripts and observation notes were in Word Document files and manually colorcoded by reading each line of each transcript and examining my observation notes, while also
accounting for thoughts triggered in my mind as a participant-researcher with shared lived
experiences with the participants. I have prepared a codebook containing only the theorygenerated codes at first, each assigned a specific color. During the coding process, I found it
imperative that I assign codes to data based on “relevance to” instead of “presence of” the code
characteristics. For example, as the color yellow is assigned the code
‘legitimizing/delegitimizing cultural capital’, I highlight all data that are relevant to the
legitimizing/delegitimizing of cultural capital and not just those that indicate the presence of
practices that legitimizes or delegitimizes cultural capital.
Initially, I found it frustrating that most of the collected data did not perfectly fit into just
one theory-generated code description and adheres to overlapping code descriptions instead.
After initially resisting this trend and attempting to insist on a single code for each highlighted
phrase or paragraph, it dawned on me that this was precisely in line with the “multidimensional
cultural context”, in itself one of the CRE core characteristics. With this in mind, I went on to
highlight phrases, sentences, and paragraphs based on one code color but used the Word
Document “Review” tab to insert comments listing other codes that overlap with that code. In the
process of this initial coding, I identified the five inductive codes. Unsurprisingly, some of the
inductive codes overlapped with one another as well as with some of the theory-generated codes
too. I have added these inductive codes to my codebook (see Appendix 6). I read and coded each
transcript and observation notes a few times to be certain of my coding decisions.
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Due to the time constraints, I also had to forego my plans to engage a second coder to
analyze and interpret the data towards establishing trustworthiness, or get all my participants to
read the transcriptions to verify accuracy. A second coder would have to be a qualified person
who also has shared lived experiences in the two research sites. I could not identify an
experienced researcher who fit that description. I have also checked the accuracy of transcribed
data myself by watching the video-recordings again while cross-checking with the transcriptions
written by the two transcribers. I amended the numerous errors and filled-in skipped data
accordingly. I purchased a one-semester license for the MAXQDA qualitative data coding
software with the intention of using it to code data for a second round once I have completed
coding data manually. However, the manual coding of data from twelve interviews and
observations had taken me too much time that I had to forego the use of the software as well. I
believe that my analysis and interpretations are still trustworthy and reliable as triangulation is
already in-built in the research design. Data collected from each stakeholder are already
triangulated by data from the other stakeholders. The CRE framework has in itself a data
verification system put in place that establishes trustworthiness.
Analysis and Interpretation of Data
In order to facilitate understanding of the different contextual references in the coded data
and vignettes, it must be highlighted that in Singapore, each school year starts in January and
ends in mid-November for students. There is one week of term break in March and September,
one month of semester break in June, and six weeks of end-of-year break from mid-November to
early January. Compulsory education in Singapore starts at Primary 1 during the year when a
child turns seven years old. Students go through Primary 1 (P1) to Primary 6 (P6) education
before being placed in different streams in secondary schools. In secondary schools, education
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for students in the Express Stream is from Secondary 1 (Sec 1) to Secondary 4 (Sec 4), and for
those in Normal Academic and Normal Technical Stream from Secondary 1 to Secondary 5.
Upon completion of secondary education, students may apply to continue their education at postsecondary institutes such as institute of technical education (ITE), polytechnic, or junior college
based on their graduating standardized test performance, and their interest.
In Southern Nevada, the academic year starts in August each year and compulsory
education starts at 6 years old for children who has reached that age on or before September 30th
and have completed some form of kindergarten. Elementary education is from Grade 1 to Grade
5, followed by middle school from Grade 6 to 8. Upon successful completion of middle school,
students receive secondary education from Grade 9 to Grade 12. Students in the 9th grade are
called freshmen, those in the 10th grade are called sophomores, while those in the 11th and 12th
grades are called juniors and seniors respectively. Table 5 provides the list of standardized tests
conducted in the two jurisdictions annually and are referenced by the research participants in the
vignettes. Excluded from the list are standardized tests that are conducted annually but are not
referenced by any of the participants as those tests were not relevant to them, their children, or
their students.
Table 5
List of Standardized or Semi-Standardized Tests in Each Jurisdiction
Singapore

Southern Nevada

Abbreviation
PSLE

Test Name
Primary
School
Leaving
Examination

Description
Taken at the end of
P6. Determines
placement in
secondary schools.

GCE ‘O’
Level

General
Certificate in
Education
‘Ordinary’
Level.

Taken at the end of
Sec 4 or Sec 5.
Determines eligibility
for post-secondary
education.

Abbreviation
MAP

Test Name
Measure of Academic
Progress

PSAT

Preliminary SAT

ACT

American College Test

SAT

Scholastic Aptitude Test

87

Description
Adaptive computerized
assessment in reading, math,
and science for K-9 students.
Formative assessment to inform
instructional decisions.
Also known as National Merit
Scholarship Qualifying Test
(NMSQT) taken by sophomore and
junior students.
College readiness test taken by
juniors. Scores inform college
admission decisions.
Another college readiness test.

Findings
I present my findings based on identified themes from the coded data. The four derived
themes are: (a) navigating crisis challenges; (b) decisions on standardized tests and perspectives
on learning assessments; (c) concept of fairness, and (d) safety and well-being. The findings
encompassed within each theme is presented first for Singapore, then for Southern Nevada
simply based on the alphabetical order of the names of the two jurisdictions. For each theme
presented, I include vignettes from the interviews and observations along with the codes
associated with the data. All names mentioned in presented vignettes are pseudonyms.
Navigating Crisis Challenges
While equitable and culturally responsive education is urgently needed, there is also a
need to acknowledge that when policies and practices in any jurisdiction were not equitable and
culturally responsive before the outbreak of the pandemic, educational stakeholders will first
need to grapple with the challenges of the emergency situation. Entrenched policies and practices
require a significant amount of time to prepare for changes even when there is no crisis. During a
crisis, although quick yet well-informed decisions became crucial, sociopolitical context makes
drastic changes impossible or highly risky. Thus, in evaluating policies and practices during a
pandemic, the challenges faced by all educational stakeholders need to be considered first.
Singapore
In Singapore, the term “circuit breaker” was used to refer the lockdown period when
everyone was required by law to stay home except for healthcare and other essential workers.
The challenges faced by students as shared by them portray frustrations in dealing with technical
and connectivity issues in using their electronic devices, and difficulty adapting to online
learning activities where direct human interaction is lacking. Ravi, an Indian Secondary 4 student
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of higher SES who was scheduled to sit for the high-stakes GCE ‘O’ level examination at the end
of the year shared:
No, it was the entirety of the circuit breaker, which was our lockdown, in a sense. A lot of
the work, or most of the work, was online. I think, however, it was rather stressful on our
side, as we are a graduating cohort. It's more effective when you are learning…and
teaching for the teachers, in the class, because you are able to have human interaction. It
is also easier for you to clarify any doubts, questions that you may have. So, that was one
part that, for me and many people, were feeling, during the period of circuit breaker. It
was the lack of human interaction because you are just enclosed in your home, just with
your family members every day.
In terms of technical difficulties, Ravi shared that:
As everyone was going through this period online, sometimes it was very disorganized.
There were many technical errors, like connectivity issues. One other issue was we had to
do the hard copy of the work and take pictures, and convert it to pdf, and send it to this
website, for the school-teachers to be able to view it. So, one difficulty, a difficulty many
people faced, including myself, was the conversion of pdf because most of us were using
laptops. Others were using the telephone because there was what you can use to take a
picture with because we had to convert it to pdf. The process was quite taxing because
this was done, I think at least twice a week, and that was for only one subject. For myself,
I take about seven subjects, so among these subjects, I think it was about four
subjects that we had to regularly convert these hard copies to pdf, so the teacher could
view it and mark it.
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I coded the difficulties shared by Ravi with the overlapping theory-generated codes of
‘environment’ and ‘varying communication’ as the teachers did not, or perhaps not yet able to,
provide students with culturally responsive forms of remote learning activities more suitable to
the situational environment.
Ravi’s frustrations was echoed by Dusk, a Malay Primary 5 student of lower SES. At 11
years old, Dusk was not yet able to provide clear in-depth descriptions. According to him, his
home-based learning during the school closure comprised daily Zoom meetings and learning
packages sent to students online. Dusk’s first description of his experience during the circuitbreaker period was:
I didn’t like Zoom meetings.
When probed further, Dusk stated the reason for his dislike for Zoom meetings:
It’s too quiet…..we are all muted.
Dusk shared that although students’ microphones were all muted during Zoom meetings, they
had to keep their webcams on so that the teacher could ensure that they were all paying attention.
According to Dusk, he did not like home-based learning as a whole because he found it boring.
When queried on how he managed difficulties faced during the school closure, Dusk shared:
I just scream. I just scream, “Ahhhhh!”.
When asked if he was able to get help when he screamed, Dusk simply said:
Nobody helps me do the work. I scream because I hate home-based learning.
Dusk also mentioned only one occasion when he needed help. The conversation went as follows:
Dusk: There was one time the screen went dead. So, I had to…like…leave and come
back for a while.
Me: Oh, you left the computer and then you came back?
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Dusk: I had to leave the meeting, and I had to power off the computer, and then I came
back, because the screen just went bloop!
Me: I see. After that, it was fine? You figured that out all on your own?
Dusk: My mother helped.
Me: Oh, your mother helped you? Did you tell your teacher about it, that you had this
problem?
Dusk: She already knew that some students have computer problems.
Other than Dusk’s responses to interview questions, it is important for me to highlight my
observations during the interview with him. Firstly, Dusk lives in a small studio apartment with
his mother. His father had passed. I could see that he lives in a tiny home because while being
interviewed, it was possible to see via his cellphone camera the entrance door to the apartment
although he was leaning against his bed. The door was just about ten feet diagonally behind him.
There was also a window about five or six feet directly behind him, separated from the door by a
pillar-wall. I could not ascertain the size of the window as it was a covered with a simple maroon
polka-dot curtain. Between the door and the window and leaning against the wall was a folded
set of foldable roundtable and chair just big enough to accommodate one person. When asked,
Dusk told me that those were his study furniture that he only used at night to do his homework
on his laptop. On the other side of the window, there was a tall bookshelf. There was also a tall
stand-fan behind Dusk, and a folded reclining lounge-chair to his right. I saw what looked like
the top part of a sofa close to where the lounge-chair was leaning against. Based on what I could
gauge, it looked like there would not be enough space to fit in too much more.
Throughout the interview, Dusk was extremely restless. He was either holding on to his
cellphone or placed it on the bed. Often, I could not see his full face because although he was
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leaning against his bed most of the time, he kept moving his phone around with the phonecam
facing upwards towards the ceiling and he was also moving around a lot. It was clear that Dusk
was not comfortable establishing eye-contact. At one point, I had to ask him nicely to hold on to
his phone again because he left it on the floor with the camera facing the ceiling while he played
with his Transformer robot toy.
Dusk said he used the computer for his schoolwork and made the effort to show me the
learning website although he could not login a few times. Throughout the interview, it seemed
that Dusk’s mother was nearby although she did not participate and stayed out of view. I
associated Dusk’s restlessness to his innate daily need for more space to move around being a
child at an energetic age of 11 years old. His mother contacted me shortly after the interview to
apologize for Dusk’s restlessness. I assured her that Dusk did great and that I valued his
contribution. Dusk’s interview responses and my observation notes were coded with theorygenerated codes of ‘protect or prevent exploitation of the marginalized’, ‘environment’, and
‘varying communication’.
The other student interviewed in Singapore was Andrew, a Chinese Secondary 1 student
of higher SES. He mostly only shared his feelings of uncertainty and boredom due to the lack of
human interaction. He did not express a high level of frustration with technical issues. According
to Andrew:
As soon as it hit me, there wasn't really much, because we had to stay at home and do the
online classes, so it was basically the same routine every single day: waking up in the
morning, login to the computer, and doing online classes. It gradually started to
become less and less fun, because as a student, I actually like to use the computer a lot,
because it's virtual. But this is actually one of the few times that I actually thought that
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using it was starting to get boring. Every morning, waking up and just starting to use it, it
felt really boring because it's the same routine over and over again.
Andrew also shared an interesting phenomenon. He shared that he and the people he knew were
relieved when they were first allowed to return to school for face-to-face lessons after staying
home for so long with just routine online lessons. However, just after a few days of going back to
school, they all wanted to stay home again. According to Andrew:
In my opinion, I think that people don't like to go to school, but actually like to stay at
home. But they don't like to stay at home for a long period of time. So, they don't like to
go to school, and would rather stay at home for school, but they do not want to stay at
home for a long period of time. So, they actually need to go out, like maybe every few
days, to have some human interaction. That's my opinion.
When asked if he faced any technical issues during online learning, Andrew brushed aside the
issues by stating that the few times that he had some form of technical problems, he immediately
switched to using his cellphone which he always had on standby.
Like Ravi, Andrew was calm and collected throughout the interview although unlike
Ravi, Andrew did not express any anxieties related to digital challenges. I associated Andrew’s
lower level of concern to the fact that unlike Ravi, Andrew was not scheduled to sit for a highstakes standardized examination like the GCE ‘O’ Level at the end of the year although he still
had to sit for school-based mid-year, and end-of-year standardized examinations. It was not lost
on me too that Andrew belonged to the majority race and was of higher SES. I coded Andrew’s
responses with overlapping theory-generated codes of ‘environment’, ‘varying communication’,
and ‘multidimensional cultural context’.
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One of the two parents interviewed was Aini, a Malay parent of higher SES. She
expressed a higher level of challenges, mainly because her youngest son who was in Primary 5,
was autistic and needed special attention. Aini also has another son in Secondary 4 who was
scheduled to sit for the GCE ‘O’ level examination at the end of the year, and two other older
children. However, Aini was mainly concerned about her youngest son. Aini narrated her
frustrations in great detail:
So, I shifted him to the living room where we can actually monitor him to make sure that
he's actually paying attention. So yeah, but when I was working, it was a bit of a problem
because I was in the bedroom. I mean working from home and I had to consciously
remember to take time off to go check on him. I got very frustrated that the teacher had to
text me many times to tell me that he was not focusing…he was not focusing. So, during
the Zoom lessons, I noticed that they were very structured in their lesson. You know, eight
o'clock to eight thirty…what lesson, you know, so not all lessons were on Zoom.
Some are actually online work, but I think for online work too, the teacher monitors
because when he was late or he didn't complete certain parts, then the teacher would text
again, saying he has not completed this and this and this. So yeah, it was very tough for
the first few weeks of HBL (home-based learning) and I was still working. It was really
tough. I had to scold him many times. I was like so…so desperate. Like you know, I just
sort of like…sometimes I just left him on his own and I did not respond to the teacher's
messages, but for the Zoom lessons I had to. I had to actually tell him to focus, you know,
pay attention to what the teacher is saying and all that. And then….but there are some
parts of the work, not on Zoom. They made us actually print the worksheets. At times that
is also a problem. When you have to print your own worksheets, we noticed there’s not
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enough ink and everybody is using the printer at the same time, you know. So, we had
that problem also. And the other thing is when he's doing his work on paper…the
worksheets. When he had problems, sometimes, most of the times actually, I was not able
to help because one thing about being a special needs child, he has a different, I mean, a
child with autism, particularly, he wasn't able…his way of thinking is different. So, the
teacher's way of explaining things, they have a certain way for children with autism. So,
for us as parents, we have that problem because the way we understand the work and the
way we explain, the child doesn't understand. I had to admit it to the teacher. I was
telling him (the teacher) that I will make him (my child) more confused by explaining it
the way I understand it. He (my child) gets very frustrated for not understanding.
Aini’s challenges seemed more complex because she had the added intersectional
challenge of raising a differently abled child. I coded this data with the overlapping theory
generated codes of ‘multidimensional cultural context’, ‘protect or prevent exploitation of the
marginalized’, ‘environment’, and ‘varying communication’. Aini also shared four links to her
child’s online learning platforms provided by his school. Three of the platforms required
registered login or license for usage. One of the three, Student Learning Space (SLS) was
commonly used by all schools in Singapore because the website is owned and created for school
use by Singapore’s Ministry of Education. The other two were commercially owned educational
platforms, one specifically targeted for use by schools in Singapore, and the other was a Math
learning website for use internationally by 1st to 6th grade students. I was only able to browse the
fourth platform which was one specifically created by the child’s school for their autistic
students and according to Aini, was the one mostly used by the school to assign homework to the
students in addition to paper worksheets. The interface of the website looked very attractive but
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seemed more so for adults or young adults. For example, there were videos of opera and musical
performances, and lessons on coding for basic computer programing, phone app development,
animation with Photoshop, and basic film-making with Adobe. There was a claim on the website
that the website resources were relevant, appropriate and autism-friendly in addition to being
suitable for use by students either independently or with guidance from parents or teachers.
There were also tabs with links to resources based on specific skills that the students have to
master within the Autism Spectrum. The impression I got from the interface and based on the
experience shared by Aini was that for autistic students at primary school level, close guidance
by parents at home or teachers in school is required in using the website resources. Should the
content on the website reflect the content of the school curriculum, it was understandable that
parents could not help the students when the students were given homework. Thus, I coded my
observation of the online learning platform provided by the school with the inductive code of
‘student-educator (mis)match’, ‘environment’ and ‘situational and context-bound knowledge’
because as structured and organized as the school teacher and school system may seem, they
were not being responsive to the needs and environment of the autistic students within the
context of their homes.
The other parent I interviewed was Calvin, a Chinese parent of higher SES. He did not
face too many challenges as his two sons, one in Secondary 1 and the other pursuing preuniversity education, were both already teenagers who were able to learn independently.
Throughout the interview, Calvin only made references to his younger son. According to Calvin:
Maybe it is in our family values that we are more home kind of person rather that going
out, and that kind of help him to be not just feel okay, it’s more than okay. Very
comfortable to stay at home, to do everything online, not going to school. I think in a way
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my son likes not having to go to school but stay online. So, probably, cultural wise
because we are more home-stay, home culture, that’s one. And of course, the second one,
the socio-economy. Definitely, the nature of my job makes it flexible for me to take care
of all that he needs because I’m always around and my job actually doesn’t really
affect the time or the effort that I need to put on him, so still okay. Financially, definitely
because we are lucky that, although we don’t have one room for every one of us to work
in but still big enough, it is still spacious and they too have that space, they too have
technical support. I mean, the PC everything when we need…he needed it, we just
purchased and so on, so we have no problems. So definitely it helps. I mean, in
comparison to other families that are finding it challenging in terms of finance.
Although Calvin’s acknowledgement of privilege did not reflect any challenges faced by him or
his son, I coded the data with the theory-generated code of ‘protect or prevent exploitation of the
marginalized’ because the privilege and lower level of stress enjoyed by Calvin’s family, being
at the intersection of majority race and higher SES, was not experienced by Malay and Indian
stakeholders, even those who are of higher SES. I also coded the data with the theory-generated
code of ‘environment’ and ‘multidimensional cultural context’ because other than their race and
SES, the home cultural environment determined the level of challenges experienced by students.
In order to provide an even higher level of confidentiality for the teacher who had agreed
to be interviewed by me despite the risks faced, I do not include cultural or demographic details
and all possible identifiers in presenting data from the teacher. I have also assigned the teacher
the ethnic and gender-neutral pseudonym of GC.GC shared an extensive list of challenges faced
by teachers:
[F]or the first week, we created slides, we created quizzes, lessons, everything, as the
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kids have to go online. So, there was no interaction, like what we are having right now.
During that time, of course the preparation was as a team. But for me because I
basically teach <subject 1>and <subject 2>, but I'm purely in the <Subject 2>
Department. So, I prepared a lot of the <subject 2> resources, and then I share that with
the other <subject 2> teachers. Then likewise, I liaise with the <Subject 1> Department,
you know they prepared, and then shared with us. Of course, we have to tweak it a bit,
because the lesson prepared is for the level. But you know, every class is a bit different,
so, a little bit of tweaking still needs to be done.
I found the strategy shared by the teacher was a brilliant one to help teachers cope with having to
prepare so many online resources within a short period of time. As such, I coded this data from
the teacher with the inductive code of ‘collaboration – teamwork’.
GC continued:
And then, there's one thing about online (teaching) I noticed, is the monitoring. I'm
thinking the MOE (Ministry of Education) is monitoring because the school wants data.
Like, you know, by twelve to two o’clock they want data like how many percent of the
students actually logged-in, how many percent of the students actually were there. There
are two. First, they want to know how many percent log into the system. We use the SLS.
So, they want to know how many percent log in, and how many percent actually do, how
many actually complete the work. The monitoring is quite taxing on us because they
expect us to call, actually by 12:00. We are supposed to contact those who have not
attempted, those who have not logged in, we are supposed to call them up. We are
supposed to call by 12:00. Because by two o’clock they want the data. I assume they are
supposed to send it the MOE because they always give us a timeline – by certain
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date. Most of the time, they want to know. So, I think it's the monitoring that we find a bit
taxing, because you have to call up parents. And then, when you call up parents, some of
the parents say they only have one device, but they've got a few kids at home. And then,
they themselves are working from home. They themselves need access. So, after the
feedback, we gave it back to the school. We said some kids, it's not possible for them.
They have to prioritize, you know, who goes first, who goes second, who goes third.
I coded this data by the teacher as ‘multidimensional cultural context’, ‘humanizing’, ‘protect or
prevent exploitation of the marginalized’, and ‘social conditioning’. I included the ‘social
conditioning’ code because I find the obsession with numbers in monitoring or measuring
achievements is a manifestation of social conditioning. The data by GC also serves to provides a
different perspective to what was shared by Aini, the Malay parent with higher SES and an
autistic child. This perspective allows for an understanding of the pressure placed on teachers by
the education system, which then gets transferred to parents, and from parents to students.
Despite all the pressures, the strategy seemed to benefit no one. According to GC:
That's what we realized because we asked the kids also. I said, “Do you understand this?
But a lot of them said they don't. They read, they watched the video, but they still don't
understand. But somehow, when we do face to face…frontal teaching, right…they are
able to catch the topic. So, I think maybe it's the age. They are still at an age where
remote learning is still not meant for them, especially when it’s a brand-new concept. It's
hard for them.
There were also digital challenges faced by teachers. GC continued:
For the resources also, we work as a team. We have to support each other. And then, we
have to come up with videos. We have to learn new apps. Like suddenly, they want us to
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use Loom. I don’t know whether you have heard of Loom. Have you heard of Loom? It's
a video recording software, where you can record your - you have a PowerPoint, then
you can record your voice, and do teaching and all of that. It's something new for all of
us, but we have to learn it on the spot because they really want us to use it. There is a lot
of learning, not only for students, but also for teachers. For teachers, it's technology-wise
because we have the pedagogy. We know what we want to teach, so it’s the technology
that we need to learn. Because you want to make the lesson as effective for the student as
you can. So, it's not only the student learning. Even the teachers are actually learning.
When we came back (to school), I knew some of the kids, no matter what you do, they
won't do home-based learning.
I coded the data on these challenges with ‘environment’ and ‘varying communication’. It seemed
clear to me that there was a race against time to acquire a variety of technological skills within a
short period of time. Although GC mentioned that “we have the pedagogy”, the fact that students
could not effectively learn, it was clear that remote pedagogical skills needed enhancement as a
whole. The notion that “to make the lesson as effective as possible” is dependent on teachers’
digital competency lacks insight. Other causes for students’ inability to learn such as distractions
within home environments, the routine nature of daily virtual classrooms, connectivity and
device issues, and the need for one-on-one consultation sessions as shared by the students and
parents interviewed were not given due attention and diagnosed accordingly. Students’ need to
go outside the home could have been leveraged for learning activities if students are properly
briefed on how to stay safe while engaging in outdoor activities and remaining within their
neighborhoods. There was an obvious obsession with numbers as if it was the only way to find
and solve problems. Teachers were pressured to keep track of how many students logged in, how
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many worked on the online assignments, and how many completed the assignments. They were
under pressure to keep the numbers high to the point of harassing parents as shared by Aini.
Despite knowing the constraints faced by parents and students, the only solution thought of was a
higher level of technological skills. Perhaps, schools believed that having teachers learn and
prepare as many technology-based lessons as possible would also enable the schools to provide
numbers as evidence of schools and school staff working hard and doing their job.
Through GC’s sharing of experiences, to a certain extent, I was able to gain some
insights into the challenges faced by school administrators and policymakers. According to GC:
And then, the other one, like I said, the really challenging is the technology part. I shared
with the Principal also because you know we <engage in annual conversation session
between individual teachers and the principal>. For this year’s <engagement> session, I
was very honest. I told her that our school pride is being an IT school, but yet, I
think that we are not really fully prepared. We are the kind that – we are just very lucky
that our teachers are very “gung-ho” (unthinkingly enthusiastic and eager). We are very
lucky in that sense. The type that you tell (us to) do this, die-die (no matter what),
don’t know also (even when we do not know how to do it), somehow we just get around
it. But I thought that we should have actually prepared. We should have actually planned
for all this, which we have not. It's really last-minute.
GC went on to express frustration that serving in a particular department in the school, GC and
other teachers within that department were given about two days to experiment with brand-new
software and then teach the other teachers how to use those. GC felt that although the school
prides itself as being one of those highly focused on technology-based education, the school was
not prepared technologically for remote learning during extended closures due to emergency
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situations such as a pandemic. She felt that as there were other pandemics that schools had to
grapple with previously, such as SARS and HINI, the school should work on being prepared for
future pandemics as well. Again here, I coded the data on school leadership as provided by GC
with ‘environment’ and ‘varying communication’. Although I agree that technological
preparedness is important in times of crisis, yet there should also be reflections on the human and
cultural aspects of education which seemed to be totally overlooked.
Southern Nevada
The stakeholders in Southern Nevada who were of lower SES, expectedly, expressed a
higher level of stress in dealing with the school closure due to the pandemic. Dana, an African
American parent of lower SES with six children, and who is also a teacher, stated that although
she and her husband, from watching the news, had anticipated and were prepared for the
lockdown in terms of household needs, the family still had to quickly provide all their schoolaged children with necessary home-based learning needs when the closure was announced. Dana
shared:
That was kind of crazy, because it does seem like a lot when you're like "Okay, I'm at
home. What am I supposed to do?" We did go start to pick up the - my two in the middle
go to a one-to-one school, so they already had iPads. So, that was covered. I used my
school laptop, so that was covered. I think I needed devices for my oldest and my
youngest one in school, so those were the ones that we picked up before school started,
before the end of last school year. I think we were in an apartment, so it was kind of hard
to spread out. Oh no, but then we moved. We moved at the end of April. Once we moved
into this, into a house, we could spread out. The setup is my oldest does work in his
room. Across from him, my second son is in his room. And then, we had my younger two
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out here because number three is a ball of energy. He doesn't focus all of the time, so we
wanted to make sure he was okay. And then, of course, the elementary one, we wanted to
make sure that he was on task, too. So, they were out in the like living room area, doing
their work. And I think we bought them desks and things like that, for this school year.
But before that, they were wherever they were. I can't remember how we did it for last
school year. So, that's what I did.
In helping her children with home-based learning, Dana shared a harrowing experience:
My second son, I think he wants good grades, and he usually was the one that we didn't
worry about. But sometimes, I think it's too much. Now, they are at IB schools, and he is
in a couple of accelerated classes, so that might be it. But it was a lot of assignments that
just weren't getting done, and you're just like "What are you doing? What's going on?"
I try to find this balance between stressing him and not stressing him, because I'm trying
to realize that it is a different environment, and perhaps his teachers may not understand
that they are giving a lot of work. Because it's one thing when you're in the classroom,
when you give a worksheet, and you see that half the kids got it done or half the kids
didn't get it done, and you're like "Okay, maybe it was too much." They don't have that.
The other teachers may not realize that the assignment was harder than they thought it
would be, or more time intensive, or it takes more to fill in in electronic form than it does
to write it down, or whatever the case might be. So, my second son, and he works slow
anyway - goodness gracious! So, there was this balance between - what do you call it? –
trying to stay on him to get it done, but then kind of backing up and being like "Let's
figure out what's the plan. Are you going to get three assignments done today? Are you
focusing on math today?" And just make sure that that's in his head because he was
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doing work, it's just either it was slow or it was just too much. Also, something happened.
When was that? May. And I'm not quite sure. I don't know if I’ve ever asked him if it was
related to what we're going through. But mid-May, he woke up and he was unresponsive.
Like he wasn't not awake, he just wouldn't move.
According to Dana, they had to take her son to the hospital Emergency Room where they
managed to wake him up. It turned out her son was in depression. Dana engaged virtual
counseling service for her son afterwards. I coded this data with the overlapping inductive codes
‘student-educator (mis)match (cultural competence)’ and ‘humanizing’ as well as theorygenerated codes of ‘environment’ and ‘protect or prevent exploitation of the marginalized’.
Scott, the White parent of lower SES shared his experience in great detail:
During the whole process, though, you really don't get a lot of information from the
school as far as what is going on and how this is going to pertain like his schooling.
So, I have a, like a little list or his schedule, which is kind of what he's supposed to be
sticking to. So, he has like zoom meetings, like two teachers twice a week then by a
special teacher, like every other two weeks along with this class projects. Well, some of
the help that I'm looking at with him on his class projects, not even I can figure that out,
he's going, “Dad, I need some help”. And I'm looking at it and going “Well, son, I don't
understand what they're really asking. You're going to have to play back the Zoom
meeting to me because I don't know what they want”. So, the whole process of that has
been pretty difficult as far as that goes. I mean, I feel that him being in this, is basically
along with, probably every other child and parent, that you can't keep their attention on
the computer. They get bored real quick. They start getting distracted. They start doing
something else. They get their tablet. They play with it while they're in between
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meetings. No social activity. So, they're not interacting with any other friends, other than
they have a Zoom meeting, they might talk to them, you know. Interactive like that. But
it's been extremely difficult for this. And it's got to be extremely difficult probably for
every parent who's now got to take off work to do this. I'm fortunate that I work a
graveyard shift. So, when I sleep, he can do his schoolwork. If he needs help, he'll wake
me up. Come help him. On that note, it's not so bad on that end, but in general, I just
hope he gets enough information and schooling that he, when he goes to the next grade,
that he will pass. Because at this point I don't feel that they're getting enough
information. I feel that the smart kids are just basically coasting along and just basically
doing whatever they want to do. And they they're going to pass like…and the not so smart
kids are going to get a pass because they don't want to leave anyone behind. And that's a
detriment upon our school system.
But lately he misses assignments. Cause he's not paying attention. Cause he's bored.
He's…they're not catching his, you know, his interest. And then we're getting like emails
So, I just think it's pretty much made them all pretty much lazy, you know? And they just
want to get through this. They're frustrated. They want to go back to school and be with
their friends and interact. And…but we have to watch out for what's going on. I mean, no
one wants to go back to school like this. I mean if the school system said you had to go
back to school, I don't know if I'd want to send him back to school at this point. It's a
strain on the family, but I don't know what other families do. I don't know how they
protect themselves.
I coded this vignette with codes for ‘varying communication’, ‘environment’ and ‘studenteducator (mis)match (cultural competence)’.
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Nina, a Latinx student of lower SES shared her experience:
And at first I thought I was going to be okay with online school. It works for some
people, but it didn't work for me because I got really distracted. Like, cause if I'm in my
room, I'm going to like.. find something to do other than my work. Plus, it was the
teachers weren't teaching very well because they mostly just sent YouTube videos and
just said, learn from that. So, it wasn't really working for me because I wasn't
understanding it. And I was really unmotivated and I didn't do anything.
Nina also added:
So, I was like kind of bummed out that this would be a long-term thing. But again,
towards the beginning I was a lot more optimistic about it. Like I was like, well, now that
I'm at home, I can, I know this sounds bad, but I could like totally cheat on my
homework, you know? And like just Google the answers on my phone or something. And
then it didn't work out that way because it was, I don't know, it was just different, you
know, I couldn't Google the answers not easily anyway, you know, it wouldn't pop right
up when you search it. It didn't go my way. It's like at all. And my grades did slip.
I coded Nina’s experiences with the codes for ‘varying communication’, ‘environment’, and
‘student-educator (mis)match (cultural competence)’ as well.
On the other hand, Libertad, a Latinx parent of higher SES acknowledged her family’s
privilege in not going through a stressful period during the closure:
I have to say the routine, the change was not that extreme for several reasons, one she
has been, she has experience with online schooling. She did middle school part of it she
went face to face, but then we had issues with bullying at her school. And then again,
speaking of that privilege, we were able to pull her out of that environment, bring her
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home and have her finish the rest of her middle school online. So, she was already wellversed in online settings. She had the laptop, she had the internet, everything was set up,
everything was in place. The platform was already ready for her, just continue. I would
say the only thing that affected her was probably the socialization, but she also was very,
very well aware that that's something that we needed to do. I also have to say, I didn't as
a mother, I didn't have to change my routine in any way, I would say because my
daughter is very, very self-motivated and I need to give you a little bit of context because
a lot of people say, Oh, you are so lucky that your children are so self-motivated. But I
really think it's a combination of several things, right. I must say that when my children
were younger, I homeschooled them, age zero to six, they were ready to go to grade
school. And I have to say that made a world of difference. I used the Montessori method.
I coded the advantage experienced by Libertad’s daughter having the socioeconomic privilege
and a good head-start with college-educated parents with the overlapping theory-generated codes
of ‘cultural-specific knowledge’, ‘multidimensional cultural context’, ‘varying communication’,
and ‘environment’.
Christine, a Native American teacher of lower SES narrated her experience as thus:
And they're realizing that teachers without any training had to take the lessons that we
had planned for face-to-face education. And we had to convert them to online education.
We didn't know how to do that. We had no clue and had to learn many skills within
two weeks, how to completely change the way that we do our job. There were no PDs to
attend. There were no PDs we had attended. There was no video to watch to say, Hey, do
this, this and this. There were some teachers that were already really familiar with things
like Google classroom or Edgenuity, or some other learning platforms that maybe they
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had used in the classroom already. But those were supports, those weren't the basis of
how we communicated the education that we expect the students to learn. The flip side of
that students had to learn a new way to learn. Learning to them was a place that they
went, sat in their desk, did their thing. Talk to their friends, or to their teachers. What
they were learning was a very specific thing in their world. Then they left that place and
they went home. Well, now it's all in the same place. They don't get to walk away from
learning. They don't get to walk away from home for some of them, some of them
learning was the place they went to, to escape and they didn't have that anymore.
So, while teachers are learning how to teach all over again, students are learning
how to learn all over again. And I think for upper, it was easier to some extent
because we can email them. Here's the list of instructions and things we need you
to do. Kindergarten, first, second grade, these kids are still learning how to read
and you can't just email them a list of instructions and say, click this, click, this,
click this.
It impressed on me that Christine was fully aware that technological skills is only part of the
skills that teachers need to acquire for effective remote teaching. She was fully aware of the
human factor and the need to address the different challenges faced by students from different
backgrounds. I coded this data with the overlapping codes of ‘student-educator match (cultural
competence)’, ‘environment’, ‘varying communication’, ‘multidimensional cultural context’, and
‘protect or prevent exploitation of the marginalized’.
Sarah, a White school policymaker of higher SES shared the challenges faced by her
school in providing support for both teachers and students. According to Sarah:
Early on, in the summer, we knew. We had been out since March, so when we went
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home in March, we started a rollout that pretty much threw everybody in the deep end.
Nobody at that point really knew how long this was going to be, what it entailed. Our
teachers, right away, we had to support the students and we had to support the teachers.
What we found early on, the students, we had expectations. We’re a technology school, so
we assumed that our students would have phones. And we assumed that for the most part,
going to a technology school, they would have laptops or desktops that they would be
able to work from. You have to understand that the demographics of our school match the
demographics of the district. So, when you look at the district numbers, we are the same.
We do have a higher percentage of white students, but it mirrors the percentages of the
district, as far as our black and brown students.
She also shared the challenges faced by teachers in her school:
[I]n March then, what happened was we had a situation of teachers that had have-not
situations. Some of our teachers did not have computers at home that could handle
working with Canvas, doing Zoom meetings. I probably spent upwards of $1,500 of my
own money, to set up my own system. I had to buy a brand-new computer. I had to buy
multiple headphones, until I found the right one. As you can see, lighting, setting up the
background so that it had an inviting, academic tone. I had the means and the – I want to
say the vision, that that is what I had to do, to be an exceptional teacher. But what we
realized is, as teachers, you’re not in the homes of other teachers, so what we started to
recognize is that some of our teachers are living below that line, and some of them are at
the poverty line. Some of them are working, and this is at, you know, a high-performing
school. But they are living on the west side of town. They’re living in an apartment. They
maybe have multiple people in their family, which was kind of mirroring.
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She continued with technological challenges for students:
Then we had to look at students. So, you get students all Chromebooks, and we had the
ways and means to do that because we were a technology school. However, even when
we looked at the budget for that, we had older Chromebooks. And when I say older
Chromebooks, they were maybe five-year generation, and they would not be able to hold
the Google meeting, as well as have kids on Canvas, have them go into breakout rooms,
or things like that.
She also shared the technological challenges faced by teachers:
In addition to that, our teachers had to learn multiple – and our students – had to learn
multiple platforms like Canvas, like Nearpod, like Pear Deck, like other programs that
we were using, and it was a complete “flip it on your head” blended learning system. So,
our teachers had to figure out how to take what they do in class, and do it virtually. Now,
some teachers have been very successful with that, and have made very dynamic
interactive lessons. As in any learning curve, we know that we have some teachers that
are still in that static mode, and they are doing it online, but they’re still delivering
worksheets.
I coded the data from Sarah with overlapping codes of ‘varying communication’, ‘environment’,
‘protect or prevent exploitation of the marginalized’, and ‘multidimensional cultural context’.
Decisions on Standardized Test and Perspectives on Learning Assessments
Having examined the challenges faced by educational stakeholders in Singapore and their
struggles to navigate those challenges during the crisis brought about by the Covid-19 pandemic,
I move on to examine the issue at the core of this research study, standardized testing. I present
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my findings based on data from the various stakeholders including vignettes, along with the
codes that I have marked the data with in evaluating the findings.
Singapore
In Singapore, none of the collected data show that educational policies and practices
contain provisions that legitimizes cultural capital in mainstream schools. All high-stakes
standardized tests were implemented as scheduled although topics that were scheduled to be
covered during the period of the school closure, according to the stakeholders, were removed
from the test questions. There was also an expectation of leniency in the grading of the test
papers although this could not be verified. The perspectives of stakeholders on this government
decision varies between stakeholders. The interviewed students and teacher did not see it as
oppressive under the circumstances mainly due to aversion to, or inability to, envision viable
alternative forms of learning assessments that may cause less stress or anxieties. As stated by
Andrew, the Chinese Secondary One student of higher SES:
I prefer doing that (taking high-stakes standardized tests) because I find it easier to
remember. Because I don't want to remember how to do it specifically, to do what
specifically, to remember how to do this hands-on work. So, I find it easier to show my
knowledge with my…just doing test papers.
Although Andrew prefers taking standardized tests to other forms of educational assessments, he
found his experience taking tests and examinations during the pandemic especially stressful.
According to him:
It has been quite stressful for me, to some degree, because during the COVID-19
situation, I usually do not panic this much, than other times. Other times, I do panic quite
a bit, but not as much as right now, because the COVID-19 situation, it took quite a bit of
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time from the year, that we actually learned face to face. Then, I actually could feel my
struggle, during the school closure period, because I really couldn't answer some
questions that were stated in the test, which were quite simple for that topic itself. So, I
actually felt like I did struggle, and right now, I'm actually more stressed than I usually
am in past test cases.
I coded Andrew’s experience with and perspective on taking standardized test during a pandemic
with the overlapping codes for ‘environment’, ‘humanizing’, and ‘social conditioning’.
Ravi, the Secondary 4 Indian student of higher SES lamented having to take the GCE ‘O’
Level examination under the circumstances and yet still preferred taking the test to other forms
of assessments. According to him:
[T]his is a situation that the (GCE) O-levels are just there. We cannot change it, because
it is a very important examination. So, I think regardless of the situation, it will still carry
on. And as such, I do not have any disagreements there.
He also added:
I think, being a graduating cohort, going through this period of lockdown while
having to prepare for (GCE) O-levels, there is more pressure, because you know that you
are not able to get as much education and learning from online classes. There's the
realization that you have to work harder on your own part, and in a way, self-teach, selflearn, and be very self-directed for your learning. It's really very hard to learn online,
because as much as the teachers are there still teaching, all of the other factors come into
play, like the environment, the distractions, and all of those. I think in general, it's like
more pressure.
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Ravi’s resignation to the perpetual need for standardized test seemed to be based on an
experience of different form of assessment which provided him little respite where pressure and
stress were concerned. Ravi shared that:
I think the only realistic alternative to this would be having projects to explain what you
have learned throughout this year. I just had a project that I started this year, that's on
my Food and Nutrition subject. We were given a question, and we had to do a 50-page
project regarding that question. I just submitted today. But I think that’s 60% of my full
level grade for that subject……So, I think having the hard copy version is still better than
having it online, because from my experience doing that 50-page project, it's very taxing.
So, I'm not too sure about others, but I would prefer to have it standardized in the hard
copy format.
According to Ravi, students working on the project were given little opportunity to consult with
the teacher or negotiate the terms of the project. They may embark on different projects but the
way it was to be presented was still standardized. I coded Ravi’s responses with the overlapping
codes for ‘humanizing’, ‘environment’, ‘varying communication’, ‘cultural specific knowledge’,
‘legitimizing/delegitimizing cultural capital’, and ‘social conditioning’.
Even Dusk, the Malay P5 student of lower SES enthusiastically expressed his support for
standardized testing. The conversation with Dusk went as follows:
Interviewee: I prefer tests.
Interviewer: You just prefer tests. Okay. Why do you prefer tests?
Interviewee: They're fun.
Interviewer: You think tests are fun?
Interviewee: Yes.
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Interviewer: You've been doing well in your tests?
Interviewee: (Paused and hesitated) It’s….okay.
GC, the interviewed school-teacher expressed similar thoughts:
The way I look at it, standardized (test) will still be good, because we know that they are
just sitting for a placement. But if there's no standardized….or say every school can have
their own kind of test, whether it is formative or summative, the standards may be
different. And then, how are we going to place them next year? Because at a different
school, we (may) have a different kind of criteria. The focus will be very different.
The school-teacher’s skepticism of non-standardized testing seemed typical of educators
in the country. Based on my interactions and observations of teachers, school administrators, and
those involved in school-based policy decisions, it was apparent that educational assessments
other than high-stakes examinations are not viewed favorably, if at all considered. I observed a
friend who is a teacher, attend an online professional development event on authentic learning
assessment. In this analysis, I refer to the teacher as Jan. Without knowing full details of the
assessment and solely based on Jan’s description of it, I believe that it was the government’s
effort to prepare teachers for possible future changes in educational assessment methods.
According to Jan, it was made compulsory for all teachers to attend the training series although it
was unclear if this applies to teachers of all levels or only specific levels. Nevertheless, as a
teacher, Jan was lamenting the need to attend such courses during that period when teachers like
her are still grappling with acquiring online teaching skills. Jan labelled the initiative as
“nonsense”, a waste of time, and only serves to add work and pressure on teachers. Although I
could empathize with Jan under the circumstances of being expected to acquire so many new
skills within a short period of time under the stressful conditions brought about by the pandemic,
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Jan’s words triggered my memory of listening to another educator friend about two years prior.
This friend, Lily (pseudonym), is a teacher and middle manager. Although there was no
pandemic or any kind of national or global emergency within that period, Lily vehemently
complained about her school administrator’s initiative to integrate or infuse math learning with
art. In her opinion, it was confusing and a burden to teachers who would have to spend time
attending workshops and adapting their teaching strategies. Lily could not understand where the
administrator was going with the concept. These observations indicate social conditioning that
seems to persist within both emergency and non-emergency environments. I coded these
observations with overlapping theory-generated and inductive codes of ‘social conditioning’,
‘environment’, and ‘varying communication’.
While I was in Singapore, I also had the chance to engage in casual conversations with
three other educator friends. Two of them were school administrators and one was a department
head. One of the school administrators told me that although the school where she was serving
will comply with the Ministry of Education’s guidelines in safeguarding students and staff
against Covid-19, they could only do what was possible within structural constraints and the
need to normalize teaching and learning activities as soon and as much as possible because
students would still need to be prepared to sit for examinations. Social distancing was the biggest
challenge as the classrooms were not big enough to provide recommended spacing between
students in terms of seating. I coded these data from the interactions with codes for ‘social
conditioning’, ‘environment’, and ‘humanizing’.
Unlike the administrator, the department head I interacted with was extremely positive
about the Covid-19 experience. The department head was delighted that new online teaching and
learning software(s) and programs that he introduced turned out to be very effective and students
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in the department performed better in the PSLE examination as compared to previous year(s)
because of it. He shared that the programs helped students to remember what they have learned.
The department head also expressed strong support for standardized testing because he felt that it
was the fairest way students may be assessed. I coded this data under ‘social conditioning’,
‘national and/or organizational pride and safeguarding’, and ‘student-educator match’.
In contrast to the educators’ points of view, the interviewed parents were more hopeful
for future changes in educational assessments. Aini, the Malay parent who is of higher SES and
has a primary school child who is autistic was of the opinion that:
[F]or PSLE, I think they should have it other ways. They should find alternatives, like
(for example, through) daily work, you know. How the child is in class, you know, (his)
interactions with the teachers. And, you know, I don't see it as something that has….it has
to be conducted. You know…the PSLE examination.
With reference to her older son who in Secondary 4, Aini lamented:
I was told for (GCE) ‘O’ levels, at that time he had to do his Malay paper, Malay ‘O’
level paper…June paper, he had to do his ‘O’ level paper, ‘O’ level paper during the
COVID period. So, he was saying that the teacher told him that there could be some
flexibility in marking or something like that, but I wasn't too sure whether that's true or
not.
Having expressed that opinion, the parent shared her thoughts on the existing situation versus the
ideal situation:
For (GCE) ‘O’ levels, I think it is quite difficult to have an alternative because
particularly in Singapore, the (GCE) ‘O’ level certificate carries a lot of weight when
you move on in your life, you know, where you want to go. And even though when you
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are looking for a job and all that, they still look at your (GCE) ‘O’ level certificate. So,
for (GCE) ‘O’ level, I think is either postponing, if the COVID is in a very bad
situation, it is either postponing, but you still have to have that ‘O’ level. But for PSLE I
think they should have it other ways they should find alternative, like your daily work,
you know, your, the child in class, you know, interaction with the teachers. And, you
know, I don't see it as something that has, you know, it has to be conducted, you know,
the PSLE examination. I guess the ideal would be, you know, the teacher is able to assess
the students based on their daily work, and based on their interactions, and projects and
all that. But I am not sure if (for) the (that method of) assessment they have something
that is established, you know, how to assess, because things like that, it can be subjective.
You know, you cannot see the marks, that kind of thing. It's up to the teacher's assessment
of your child. So, I'm not sure if the school, the Singapore schools already have that kind
of guidelines, (for that method) of assessment.
Similar thoughts were expressed by Calvin, the Chinese parent who is of higher SES:
I will be supportive of that (non-standardized testing) because there is just still a lot of
limitations of standardized test. It is very much the summative kind. We are moving now
towards more formative, more balance like… every now and then…..project or other kind
of online assessment or written assessments should be as…..should be used as home
assessments. Then it will be fair and also…kind of…help children progress along the way
rather than cramp everything at the end of the year and you grade them. So, I’m
supportive of this other form of assessment…(I am) more for (the) formative kind.
The two parents’ opinions bear references to the desire to have situational and context-
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bound knowledge recognized along with the legitimizing and validation of cultural capital and
cultural-specific knowledge within different environments and with varying communication and
relational styles. I coded these data accordingly. Although within mainstream education the
desires of these parents were not met, Singapore does make such provisions for students with
special needs as a regular feature and not just an initiative introduced during the pandemic, albeit
the fact that children with special needs are segregated from mainstream students in the country.
This program is similar to the Special Education program in the United States, with the
difference that the Special Needs program in the United States is housed within mainstream
schools. This is shared Aini, by the parent with the autistic child in Singapore:
Actually, for my son's school, being a special needs school, the class is small, only a
maximum of 15 children in one class. I can say that the way they assess the child is quite
detailed. I mean, it's because they have their own individual education plan, the IEP
that is. The targets and the goals for each child, it's all different. So…and I see that
the way they assess that assessment, to me, it can be used to further move the child from
one level to another because they already have that (learned skills and knowledge).
Maybe it's because of…because of the school especially. I mean, it's an autism school, so
you can’t give everybody the same. They learn differently, you know. So, but I guess
because PSLE is compulsory for...yeah. So, but his school is the only school that offers
PSLE for special needs children. Other schools (for children with special needs) do not.
So, since we signed, I mean, we sent our children to that school, we are expected to
take…I mean the children are expected to take the PSLE.
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I coded what Aini shared here under ‘humanizing’, ‘varying communication’, ‘multidimensional
cultural context’, ‘protecting or preventing the exploitation of the marginalized’, and ‘social
conditioning’.
I personally find it ironic that in Singapore and in the United States, the individualized
education plan (IEP) is something that is designed for students with special needs while a similar
program comes standard for all students in countries hailed for educational success such as
Finland. This is, in fact, an argument raised by an educational policymaker I interviewed in
Southern Nevada.
Southern Nevada
Just like the students in Singapore, the student I interviewed in Southern Nevada, Nina,
expressed an aversion to alternative forms of learning assessment. The student, a 10th grade
Latinx of lower SES stated:
I would've rather just taken the tests cause it's like a lot shorter and it's like, you
could study for it. Like I had health (class)…for the last semester of freshman year when
this whole thing started. And I remember I had to do a workout video and I was so
uncomfortable with doing that because I didn't want to record myself doing that, you
know, and it's made me uncomfy and I had to do a bunch of other stuff like that for my
other finals. So, I didn't like it.
I understood the discomfort felt by Nina and immediately thought of well-intentioned efforts that
are hastily conceptualized without careful considerations. It became clear that while the
assessment method was not in the form of pencil and paper knowledge testing within specified
time and place, the harmful standardized characteristic is maintained. As verified by the student:
It was like the whole class does the same project basically.
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I coded this data under ‘humanizing’, ‘varying communication’, and ‘student-educator
(mis)match (cultural competence)’, and ‘environment’.
Other than the student, unlike in Singapore, parents, teachers, and policymakers in
Southern Nevada seem more open to the idea of non-standardized testing. In fact, Clark County
School District announced high stakes standardized tests were not to be implemented in the
academic year ending in 2020. I coded this decision under the overlapping theory-generated
codes of ‘environment’, ‘protect or prevent exploitation of the marginalized’, and the inductive
code of ‘humanizing’. Although the cancellation of high stakes standardized tests for the year
raised specific concerns among stakeholders, the overlapping coded data indicated a more
positive outlook on culturally responsive assessments in Southern Nevada as compared to
Singapore. For instance, Libertad, a parent who is a Latinx of higher SES expressed this opinion
with reference to the son of the family’s domestic helper who benefits from his Mexican family’s
cultural traditions and outlook in life:
I would say an SAT test may tell you only a partial story. And if you train someone
well, they will do well on SAT tests, but that tells you….the SAT tells you nothing about
their resilience. SAT only tells you their ability to memorize knowledge, and then
regurgitate it, like the banking system that Paulo Freire talks about. To me, that's all
there is. I know that somebody who has a high SAT they've been conditioned to do well,
but that doesn't guarantee for me that they're going to be successful when hard times like
this pandemic occurs. That doesn't tell me of the cultural, other ways that we can take it.
This child takes from his rich culture. He has other support networks.
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Interestingly, this openness to non-standardized testing and more customized and culturally
responsive assessment is also expressed by Scott, a White parent of lower SES. When the idea of
individualized assessment based on students’ preferences was presented to him, Scott stated:
I think that would be great, except for, you'd have to have a private Zoom meeting with
each child versus all the children (at the same time). So, think you can maybe do like
once a week, have a…or every two weeks, have a private Zoom meeting with that
individual child. Tell them what they expected and tell them what is going on with them,
what they see with them…can…maybe better themselves or what to do. I think more
Zoom meetings (like that) might be a better thing in the future.
When it was suggested to Scott that the strategy would be extremely time-consuming unless each
one-on-one session would not take long, Scott added:
No, but that can help. I mean, at least the teacher can say, “Hey, Fred, you're dah, dah,
dah, your project is this, this, but I'd like to see more of this. And then the kid can say,
“Well, how do I go about doing this? How do I find this? How do I find that?” And
maybe the teacher can interact more, give them a little guidance of what is expected and
maybe that'll perk the kid up or show more interest in doing it. Yeah.
Scott’s opinion was echoed by Dana, an African American parent of lower SES who is also a
teacher. According to Dana:
They just passed some kind of regulation that is making spring exams, making them not
required. So, I'm not quite sure if the implications of that legislation that I think just
passed, how it's going to affect ACT scores, or the ACT requirement for this year.
When her opinion on a different method of educational assessment was sought, Dana shared:
We didn't do the typical semester exam, where you have multiple choice and open

121

response, or whatever. They had us do more like a project-based assessment. It
could have been a short-term project that they did the day of, and maybe a couple days
before, or it could have been a long-term project that they finally turned in on the day of
the semester exam. That was really cool, really cool because it allowed the students to
show their learning, without is it A, B, C or D, or whatever. So, I did appreciate that.
When it comes to standardized tests, it is, for me, hard to think of what could you do not
to have the inherent bias in it? Because my son, when he's doing certain activities, he's
like "What is this?" You know, "What is a fern?" Looking for the student to think that
that's a fern, or label it a fern, but he has no exposure to a fern. It's not his fault, but we
don't.
Dana also shared that as a teacher:
I'm open to different ways of expressing your learning, or demonstrating your learning.
Because also, at my school, we have a high English as a Second Language students. We
have a lot of students who come, their first language is Spanish, their first language is…
we have a lot of refugee students, so their first language could be something else that I've
never heard of before. I think one person talked about how they had to order so many
different English-something translation books for those specific students, so that they
could hopefully try to function in class. For the population at my school, they're most
likely intelligent and smart, and can learn, and probably did learn. But when you give
them a standardized test, it might be hard to prove it on there, because they're struggling
with that barrier of either understanding the words in the question, or understanding
what the question is asking, because it's in that standardized question type thing.

122

Dana’s opinion is shared by Christine, another teacher who identifies herself as Native American
and of lower SES:
I am not a fan of standardized test. I'll just say that straight away. Because we don't have
standardized humans. And because we don't have standardized humans, we don't have
standardized teachers and we don't have standardized students. I did teach in a district
that had high stakes testing and I taught students who were taking the test for third,
fourth, fifth time trying to pass one test. Many of them just needed the writing test or just
needed the reading test. They passed the math, science, history, and either reading or
writing. So, they just needed one of those two to be able to pass and get their diploma.
And I had to be the person to look at them and say, you've done everything we've asked
you to do for 13 years, but because you can't pass this one test, you don't get a diploma.
And when we don't give them diplomas, we change the entire trajectory of their life. So
those are some of the reasons I am staunchly opposed to standardized testing.
Another strong insight shared by Christine was:
. So, like ACT, they don't have access to a dictionary. They can't even have a bottle of
water because some students have been so creative that they'll write the answers on the
inside of the label or on the top of the lid. So, they can't have a bottle of water now. Or
mechanical pencils, you know, you know the pencils that you just can't have those either
because they were sticking answers inside the pens.
When I pointed out that cheating is a weakness of standardized testing, she pointed out:
I go back to human sociology. When we make things such high stakes, we put
so much pressure on success based on this one situation, then you put people in a
position to make decisions they would not otherwise make. You make it a desperate
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situation. And their kids. And they'll do dumb things.
Sarah, a White educator of higher SES whose position in her school included leading a
policymaking committee, did not explicitly voiced a stance against standardized testing because
her school administrators and policymakers saw financial benefits for students taking the tests.
According to Sarah:
[W]e’re still doing our testing. I had the non-honors, juniors, so the junior-level students,
in a junior cycle, they will take the PSAT, because in their junior year, they have the
opportunity to gain a scholarship. Whereas you take it in the 10th grade, it’s just kind of
a practice test. But if you take it as a junior, then you’re eligible to be a National Merit
Scholarship winner. And that National Merit Scholarship winner, if you become a
finalist, you could have a full-ride scholarship. I had one of my students three years ago,
a non-honors junior, scored the highest in the school, higher than the AP students and
higher than the honor students, but it was kind of like a sleeper cell. You know, he didn’t
show to class in time, didn’t do a lot of homework, but was able to hit it out of the park
with the test. A full-ride scholarship! And if he’s going to a WUE school that is on the
west school, an Alliance school, like California is a WUE district. You look at Colorado,
Idaho, Washington, they will treat you as if you’re a resident. You know, standardized
testing for us, I think my Principal put it really well, is an equalizer. It is an equalizer for
socio-economics, because while I may not be able to afford college, if I have the wits, I
can earn opportunities that will allow me to afford to go to college. And we know
students that score higher on the SAT and the ACT pay lower costs in college fees.
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Interestingly, while not totally averse to standardized testing, Sarah still express a need to
recognize and validate school achievements that are not related to standardized test scores.
According to Sarah:
But what I notice over time is that as the vision of the school changes, and I would tie
that to the vision of the district. When the district said to our Principals that "You are
being evaluated, based on your stars," and you have to understand how these stars. You
live and die by these stars. If you looked at all of your schools, you would see "Oh, that's
a one-star school. That must be a failure school." You look at Fremont Middle School,
which I think it's a strong school. They have a huge reading program. They have a huge
community, writing, and they're doing wonderful things over there, but they can't raise
their stars. And that has to do with standardized testing. When you tie everything to that
standardized test.
Sarah made it clear that she was fully aware of the socio-political and socio-economical context
of standardized testing. She connected the created need for standardized testing to the socially
conditioned practice of “following the money”. Sarah admires the Finnish system for not
implementing standardized testing but still remain as the one of the best education systems in the
world.
The above vignettes from parents, teachers, and school policymakers, were all coded by
me as overlapping in terms of ‘legitimizing/delegitimizing cultural capital’, ‘multidimensional
cultural context’, ‘situational and context-bound knowledge’, ‘cultural-specific knowledge’,
‘environment’, ‘varying communication’, and ‘protect or prevent exploitation of the
marginalized’. These theory-generated codes also overlapped with the inductive code of
‘humanizing’, and ‘social conditioning’.
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Concept of Fairness
The theme ‘Concept of Fairness’ is closely related to standardized testing although it also
applies to each jurisdiction’s sociopolitical culture too. As the CRE theoretical framework
requires consideration of the culture of the evaluated program as well, I find it necessary and
relevant to consider educational practices and policy decisions associated with the concept of
fairness during a crisis. Decisions and perspectives as shared by stakeholders also contain
references to this concept. As this theme is more of an underlying one supporting the other
themes that are directly connected to answering the research question, I do not delve on this
theme as extensively as I do the other three themes.
Singapore
In Singapore, the concept of fairness seems to be linked to equality instead of equity
(Banks, 2016). There is a belief regardless of backgrounds, challenges, head-starts, and
situations, everyone’s ability and achievements should be measured by the same benchmark.
Notions of leveling the playing field or customized educational approaches based on needs are
deemed unfair. The underlying argument is that, despite different challenges faced by different
people, if one put in the effort to overcome any challenge, one may still succeed – no excuses.
Arguments on systemic discriminations are brushed off and shamed as attempts to tarnish the
“perfect” and success-inducing Singaporean values and ideology with western rhetoric. Sadly,
even members of minoritized groups subscribe to this outlook.
Ravi, the Secondary 4 Indian student opined:
I still think that having the(GCE) O-level in the form of hard copy is still the best,
because having it standardized will ensure that everyone has a good gauge,
because they are able to do previous years' papers, and prepare themselves for that, such
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as the ten-year series book.
Aini, the Malay parent of higher SES with an autistic child and older child taking the GCE ‘O’
Level examination shared a situation that should problematize this notion of fairness:
Although there were schools, we know we had, I mean, we saw in the news that there
were schools with COVID cases. Yeah, because in particular there's this school that the
child wasn't even able to take the Malay (GCE ‘O’ Level) paper because the whole class,
one child was positive for COVID and the entire class had to be quarantined and they
were not able to take the Malay paper. So, but since, I guess it didn't happen in his (my
son’s) school, it was a constant thing that cross my mind that, you know, well, if that
happened to my son's class, then it will not be fair for the child, because they are not able
to do the Malay paper, or they're not even given the chance to do the Malay paper.
GC, the teacher, mentioned how teaching was made fair. When I asked about the need to prepare
students for standardized test during the pandemic, I made references to published news of
students taking the tests being called back to schools during the lockdown period to better
prepare them. GC shared:
We do call them back, yes. Correct, that one we call but it’s less than ten. The really
weak ones, the ones who really need help, we call them back. But then…and then parents
asked, how about the other kids? So, for the other kids we have the Zoom.
GC’s answer shows how parents in Singapore have a tendency to reject the notion of equity and
prefers equality. During an outbreak of a pandemic when schools are making efforts to minimize
mingling among students and decide to only provide additional support to those who need it,
parents still query about the other children. This shows a culture that does not recognize equity
and only demands equality. Whatever one student is given something, others must be provided

127

for too. This seems to be the mindset of parents in Singapore. There is a term in the Hokkien
Chinese dialect, “kiasu” meaning having a grasping or selfish attitude arising from a fear of
missing out on something or losing out to others.
As mentioned earlier, the department head I spoke to believes in the concept of fair being
all students have to take the same test regardless of background and that students (and teachers)
reap what they sow. The department head ended the conversation when I raised questions about
that concept of fairness when students’ home environments and starting points differ, students do
not have equal access to additional learning support outside school, and whether students really
learn when standard answers are memorized. I coded these data on the concept of fairness under
‘social conditioning’, ‘national or organizational pride and safeguarding’, and ‘protect or prevent
the exploitation of the marginalized’.
Southern Nevada
In Southern Nevada, stakeholders seem more aware of, and acknowledge factors
contributing to students’ success in standardized tests other than just hard work. Yet, there are
differing opinions on whether to leverage the neoliberal agenda and just subscribe to just
teaching to the tests to provide opportunities for some low-income students to afford higher
education, or to advocate for change so that all students have access to opportunities for success.
Sarah, the White school-policymaker of higher SES expressed support for the former:
I mean, are we really talking about standardized tests, or are we talking about an
economic system that grades people? So, at the very beginning, I told you I teach to the
ACT test because it is a great equalizer. I know that my underperforming students, the
higher they can score on the ACT test, the lower college price they have to pay.
I also know some of my high-fliers will not make it through college, because they don't
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have the grit that my non-honors have. My non-honors have fallen, they've scraped their
knees. They've seen the F and the D and the C. That doesn't scare them. But my high AP
fliers, they get an A-minus, and they're ready to slit their wrists.
Debunking this notion of fair opportunity through hard work and resilience, Dana, the African
American parent of lower SES who is also a teacher, provided an insight on how some students
at the intersection of minoritized race and lower SES may become outliers who have advantage
over other students:
So, I feel like my sons had an advantage of having me as a parent, because if you had
asked my husband to help them, he wouldn't have known anything. So, I just think we
adjusted differently, because of my experience. Which I feel bad that the ones who didn't
have teacher/parents, or parents that had gone to school and learned how to use certain
things, they didn't have that benefit.
The question that emerged from this debate is why must educational funding be pegged to
standardized test scores in the first place? As shared by Sarah previously, she had a student who
was frequently late for school and often did not submit assignments and yet scored the highest in
the PSAT in the school and was awarded prestigious scholarships and access to vast
opportunities. This shows that there are just students who are better at taking tests or have
advantages in test-taking but are not necessarily better in terms of having knowledge, values, and
other life skills. Yet, only high achievers in standardized tests are rewarded. Is that really fair?
Libertard, the Latinx parent of higher SES offered her perspective:
My daughter with all this privilege will end up in college, but I have absolutely no doubt
that my friend's son with less financial privilege but a wealth of culture, cultural
knowledge, he will, I see him being successful in his future career. So yes, there are other
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ways, but as adults and as professionals and as teachers, it's very hard for us to
recognize those other funds of knowledge, they're not as valued.
Christine, the Native American teacher of lower SES agrees:
I think the first thing is to say that it's okay not to measure all of them by the same
standard.
Dana, the African American parent of lower SES who is also a teacher also voiced her thoughts
on some ‘unfair’ digital factors affecting students at the intersection of lower SES and
minoritized race:
I think the differentiating of the experience is more of socio-economic. I think that is the
biggest divide. Now, if that divide goes down racial lines, then that's where it is. But it's
more socio-economic, that I can think of. Now, just because we have the benefit of
having our internet, we have CenturyLink. Some of my students have Cox, and Cox has
been causing problems. I don't know. It would be interesting if you can get a map of that,
of the availability of the internet services and how it maps, and if Cox is more prevalent
in east Las Vegas than it is in Summerlin. Like…who is in Summerlin and who is in
other places, or who is in apartment buildings or whatever? That might show you why the
internet stuff is down, or why it's not as good for certain students. The other thing is
structure, family structure. Some of my students, they have cousins and things that come
to their house. I had one student tell me she has like seven people in her house, trying to
use the internet. So, definitely to connect to my class is very difficult. I'm like "Seven
people!" I think it could be that they're taking on other family members in their home. So,
I really think the divide is more socio-economic than it is racial, unless they follow the
same line.
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I coded the data on the concept of fairness among stakeholders in Southern Nevada with codes
for ‘social conditioning’, ‘environment’, ‘multidimensional cultural context’, ‘humanizing’,
‘legitimizing/delegitimizing cultural capital’, and ‘varying communication’.
Safety and Well-being Considerations
Within the theme of safety and well-being considerations, I highlight practices and
decisions pertaining to this very important matter during a crisis. The theme is aligned to the
second research question and is aimed at evaluating the priorities of education systems in the two
jurisdictions during a major crisis like the outbreak of the Covid-19 pandemic.
Singapore
Looking at decisions in Singapore, I begin with information shared by Aini, the Malay
parent of higher SES. She shared:
He came back to school (from the lockdown period) earlier, because of his (GCE) ‘O’
levels. Other students were still having the home-based learning. His level had to go back
to school.
Aini added details of efforts made by the school in protecting the students’ safety:
During lesson, they will actually separate. I mean, they sat in single seats. There was no
double seats. And during a lunch break, they were not allowed to talk even. Oh, no, they
can take off their mask to eat. And then after that, they cover back and then they go back
to class. They're not allowed to interact with each other even. And then they had, I think,
they had staggered lunch periods. One class cannot interact with another class that kind
of arrangement. Yeah. So, I think they were quite strict with that. So, he was saying that
yeah, he was not able to even talk to his friends.
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Other details shared by Aini, a Malay parent of higher SES, are that she and her husband were
able to provide their children with learning support through private tuition and bought Wi-Fi
booster to overcome connection problem. Her autistic child stopped attending private tuition
classes that had to be conducted virtually during the pandemic because he could not take the long
hours in front of the computer. Aini could also afford to resign from work, which she did halfway through the Covid-19 situation, to better support family needs. However, although Aini
believed that the privilege that her children enjoyed being of higher SES helped to relatively
lower their stress level, it did not necessarily help with her children’s examination results.
According to her:
I am not sure if it reflects I mean, it has effect on the performance in examination, but I
guess especially for the older ones, they are not so stressed out. Because some of their
friends do have issues, you know, and they cannot get connected, you know, and all that.
So, it's less stress for them. They were able to just, you know, continue class as usual. So,
in that sense yeah, it helps in that sense, but not so much for their (examination) results.
I coded what was shared by Aini on this topic with the overlapping codes for ‘environment’,
‘social conditioning’, ‘humanizing’, ‘multidimensional cultural context’, and ‘protecting or
preventing exploitation of the marginalized;.
Despite having to transition from classrooms to homes, there seem to be the perception
that normalizing the situation for students meant making students go through the same system as
they do in school daily. The only change was lessons were accessed through the computer.
Calvin, the Chinese parent of higher SES shared:
[W]hat I do is…I just have to ensure that he wakes up in time to attend school which
usually he does without me reminding him so he, although do not go to school physically
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but he still wakes up as per normal, attends school and then finish school about 1 or so...
just like a normal school.
I coded this practice under ‘social conditioning’ and ‘varying communication’. However, it
seemed that some respite was provided by the government by adjusting the mid-year holiday
month for schools that year to be May instead of June. Calvin added:
[T]he school term actually changed where the students get school holidays for much
earlier so it means during the school closure they try to coincide the school holidays so
that was a time when there was no online learning and was practically just holiday.
When asked about the priorities of the school, Calvin stated:
I think then and now probably there’s not much change. The school is still focusing on
completing the syllabus for one, and exams, at least in my understanding, exams will still
go on and no matter what, the school will be focusing on settling the syllabus, and then
do the exams. But of course, well- being, in terms of protection against Covid, the school
every now and then has a lot of information sent to the parents saying that.. some
regulations that they have in place, some processes that are in place, and in that sense we
feel, I feel the school still play a role to ensure everyone is protected. So….but school
being school, they are still going to spend more time more focus on completing the
syllabus.
Andrew, the Chinese student of higher SES had the same perception:
I think that their main concern would be the end of year examinations, because actually,
the two months of time that we had during the circuit breaker period was really crucial,
at the point. It was at the point where we were actually learning about the few important
topics on each subject. So, I think they were basically just worried about the end of year
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examinations, and how their students are going to do, during the end of year
examinations.
I coded the perceptions by the Chinese parent and the Chinese student under ‘social
conditioning’, ‘varying communication’, ‘environment’, ‘humanizing’, and ‘protection or
prevention of exploitation of the marginalized’.
Despite the challenges he faced, Ravi, the Indian student of higher SES was very
appreciative of efforts by teachers, by his school, and the country. His comments on this included
the following:
I think the school is concerned on a number of issues. They are doing a lot, and I respect
them for that. On the education side, they have removed certain topics, because there was
not enough time to cover them, because of the whole lockdown period. So, I think by
removing those last few topics and chapters, it gives us more time to revise and study on
the chapters that we have learned thus far. So, I think on that side, it's slightly more
positive, because we have less things to learn, and it's really about our self-directness in
revising our work and being prepared for the examination. On the safety side, the schools
are doing a lot. Some examples would be having staggered school arrival times. If I am
not wrong, for my cohort, for secondary cohort, we still arrive at 7:30 at school. But
going down to secondary three, two and one, it will be 7:45, 8:00, something like that.
And there are also staggered dismissal times, staggered recess times, staggered lunch
breaks. Also, they do not allow…. they encourage us to bring our bought food to the
classroom and consume it there because tables are spaced out and you are just by
yourself in the classroom. But you can still stay in the canteen, just that it is spaced out.
At a table, I think the maximum occupancy is two on one side and one on the other side,

134

with the spacing across. Other than that, my school personally is doing a lot. Like the
Principal is constantly reminding us not to gather in groups after school, always
keep our masks up when we are not consuming food or beverages, and also, when we
reach school, the first thing we do is take out every chair and - the school ensures that we
take responsibility for the fact that we do not come to school if we are experiencing any
one of the COVID symptoms. So, in terms of safety, I think the schools are doing very
well on their part.
When asked if he had any last words before we ended the interview, Ravi stated:
[J]ust that I feel that the country is doing relatively well in managing the whole situation.
I coded Ravi’s appreciative descriptions under ‘national and/or organizational pride and
safeguarding’, ‘social conditioning’, and ‘environment’.
GC, the teacher, shared a totally different perspective from that of the Chinese parent and
Chinese student:
I think it's their wellbeing. I would say their wellbeing, yeah, because when they come
back, the first thing I remember the school said, they said "Don't push them. Yes, we
want all their homework back, but give them some time to actually submit their work."
You don't just keep pushing, because some kids, they have different support and different
needs. So, I think from there, we know the kids' wellbeing. Even you know, for exam, for
test, if they are sick, you know, the focus is more on their safety, more of their wellbeing. Even for the P6s, the same thing. Yes, we know they are sitting for the
standardized tests, and it's very important, because it's their placement. It will affect the
next four years of their lives. But we did tell them that ultimately, still "Your safety
comes first."
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GC also added:
[B]ut I assume it was not only us, it was also on their parents' expectations. So, we also
have to talk to the parents. We have to talk to them on their expectations of their kids.
Because I think like, you know, parents being parents, they know that PSLEs are high
stakes exams, so they still want their kids to do well and all that. So, you know, we have
to manage their expectations.
This statement by the teacher contradicts what was said by the Chinese parent who opined that
“schools being schools” will always prioritize covering the syllabus and examination results. The
teacher is of the perception that it is the parents’ expectations that they have to manage in terms
of their children’s performance in examinations. Based on my own experience as a teacher and
middle manager in Singapore, there are indeed parents who associate their children’s
examination performance on the ‘quality’ of the teacher. These parents will compare the
examination results between classes of the same grade level in a school. This was also one of the
performance appraisal markers for teachers by their supervisors. Thus, it was a vicious circle
where teachers are under pressure to cover syllabus and get students to obtain high examination
scores no matter the situation because they do not wish to be evaluated by parents and
supervisors as being not as good as other teachers, and this in turn gives parents the impression
that schools are more concerned about covering the syllabus and examination results. I coded the
data from what was shared by GC under ‘social conditioning’, and ‘environment’.
GC also shared additional information that portrayed national pride:
I think I like what Singapore is doing, because they know that this, I mean whatever is
going on has an effect. So, I mean, I'm not too sure whether you know or not, but for the
PSLE, they've cut down a lot of topics.
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I coded this additional information under ‘national and/or organizational pride and safeguarding’,
‘social conditioning’, and ‘environment’. However, despite saying safety and well-being comes
first, the fact that school reopened during the pandemic when enforcing all safety measures were
still a challenge somewhat contradicts the statement. Describing schools’ safety measures, GC
stated:
The safety measures, every morning they do temperature taking, masks all the time. At
recess time, no play, no recess play. Now, recess is by level, so in school now, there are
six recesses. They go by level. And then, once they have eaten, they are supposed to
come back up to class. Actually, teachers have more duties. Every recess time they will
be a teacher in the classroom, because once they eat, they are supposed to come back.
They are not supposed to intermingle. I find it a bit funny, because at recess time, they
cannot inter-mingle. But later, when it comes to math, when it comes to mother tongue,
because it’s banded, they still move about. I was thinking, you know, it's like, you
cannot…,because they still inter-mingle during lessons itself.
When asked if a distance of two meters between students could be maintained in class, GC
answered:
No, no. I think (the seating distance between students) not even one meter because one
meter will fit three files. I can’t afford to have three files to fit in all with 41 kids. And
then like CCA, CCA no more for the time being. But what we do is we have e-CCA.
Another contradictory practice is the rationale for not conducting CCA and not allowing
playing during recess, but, at least for some schools, PE was still carried out. This is shared by
Aini, the Malay parent of higher SES, who saw PE being conducted in a school within her
neighborhood. She shared:
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I am quite concerned because when I'm out, when I look at the schools now before this,
they don't seem to have PE lesson. I don't see them having PE lesson and, you
know, group work outside of the class. But recently I've seen the children coming out,
although I can see that they try to maintain social distance. It doesn't quite work,
especially when students are doing PE, I guess. I don't know how the school is doing that.
You know, how do you ensure that they're safe distancing and all that? I think,
it's quite a challenge for them, but I'm not sure. Maybe they are more relaxed now. I'm
not very sure, but I saw that and it was quite a concern. How come they are having PE
lessons, interacting and all that?
I coded data pertaining to known safety issues in having students back in school during the
pandemic with codes for ‘humanizing’, and ‘environment’.
Another challenge I gathered through my interaction with those involved in school
policymaking is directly linked to the logistic administration during a national high-stakes
examination. It seemed that in one school, there was an incident that happened because efforts to
maintain safety during the examination seemed to have caused a middle manager overseeing the
event overlooked some basic logistics for attendance taking. This had led to confusion when a
student who had already arrived in school for the examination was marked as absent which
subsequently caused panic when the parents were called. I coded these data on challenges faced
under ‘environment;, ‘humanizing’, and ‘social conditioning’.
Southern Nevada
In Southern Nevada, after the initial period of school closure in the Spring 2020 semester,
some schools partially reopened in Fall 2020. However, safety concerns by parents were taken
into account. Thus, although safety measures are put in place in schools, in-person attendance in
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schools are not made compulsory. Nina, the Latinx student of lower SES shared on the options
given to students in her school:
You choose at the beginning of the year, whether you're going to do this first semester
online or in person and for all the in-person people, you have the option to go online.
Like if you're feeling sick, it doesn't even have to be COVID. It could just be like,“Oh,
I'm having really bad allergies!”. So, you could stay home and just do school from there
and then come back the next day. You get quarantined. If you're suspected of like getting
close to someone with a virus, you do that for 14 days until you, or longer until you test
negative. And yeah, I stayed home a few times. It was only because like, I didn't want to
go to be honest, some of those days and it's kind of nice to have that option. I couldn't see
myself doing it every day. Just like a nice break. Yeah.
I find providing students and parents with options during the pandemic a very humanizing
approach in managing the situation, and thus coded this data accordingly. The ‘humanizing’ code
also overlaps with ‘protect or prevent exploitation of the marginalized’, ‘varying
communication’, and ‘environment’.
Libertad, the Latinx parent of higher SES also expressed her approval of the way CCSD
navigates challenges and support students’ needs:
As a whole, as a whole, I think CCSD has done its best to accommodate children, too. I
really welcomed that we got email after email, “Please… if you have resources, let other
kids that don't have resources, for example laptops, right? If your child has a laptop,
even if it's not the one we require, please let others use the laptops that you have if your
child doesn't need it,”. I thought that equity was nice. I appreciated that. So, us all, as a
whole, I understand why CCSD is doing that. I know people that were very upset that
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CCSD, for this 2021 year, decided not to still go online. A lot of parents were very
upset because they don't have…where they’re going to leave their children, etcetera. I
understand that. And I think I'm able to understand their...CCSD’s decisions because
they don't affect me as much. I'm home, I don't have to go out to work. I don't have to
worry about where am I going to leave my children, right. So, I understand CCSDs
concern. On the whole, CCSD has my approval.
Dana, the African American parent of lower SES, also has the impression that schools are
prioritizing students’ well-being:
One school, I can't remember whether it was the middle school or the high school, there
was like this morning message every single morning. I never watched it, but I got the
impression they were concerned about the child's wellbeing, based off of that. From that
one, yeah. Because it was daily, morning. It was like a morning inspiration meeting or
something. I can't really speak for all of them. I never really thought about that, what was
their concern. Well, here's one. My son was on academic probation because he had
earned Ds and Fs. This was the third son. He had earned Ds and Fs the first quarter, for
a semester of 7th grade. So, he was put on probation, which was basically saying that if
he didn't have Cs or higher, and if he had too many absences, he would be sent back to
his zone school. I think for the following year, so after, for this school year, they went
ahead and said "If you were on probation last year, then basically you kind of get grace.
You're still here with us. No matter what happens at the end of the school year, that
you're still with us. You're still kind of on probation a little bit. You still need to make
sure you're doing your work, but you're still allowed to attend the school." So, I felt like
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that was nice, because they could have said "No matter what, you need to go back to your
zone school, and get you off of our books."
While appreciative efforts made by CCSD, Scott, the White parent of lower SES believed
that legal concerns come into play in making decisions too. On the whole, he still thinks that
CCSD prioritizes students’ well-being while doing their best to get student-learning going and
grappling with constraints. In Scott’s opinion:
I think their concern is yes, they do want to get the kids through school. They do want
them to learn. They just haven't figured out the best way of doing it. I mean, their hands
are tied behind their back, like anyone else. I mean, obviously they would love to have the
kids come back to school, but I think there's the liability part about it that they, you know,
if some child gets sick and then all the other child children get sick, I mean, what is the
liability of that, knowing that, you know, I mean, how do you have school? And you have
like 20 students, how do you have school? And you have 20 students, how are you
separating them six feet away from everybody? How are you constantly cleaning stuff
that no one touches? How are you…I mean, there's so many, how, how do you do? And
right now, there are kids going back to school, but I don't know how they're doing it. I
mean, it's right now. I don't know. I just think that the school district wants them to learn.
They do have concerns about them. They just don't know how to do it right now.
I coded all of the three parents’ opinions with the overlapping codes of ‘humanizing’,
‘environment’, and ‘national/ or organizational pride’.
Christine, the Native American teacher of lower SES offered mixed insights. She
believed that schools are genuinely concerned and prioritizes students’ well-being. According to
her:
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And so, from what I have seen my interactions with students, my interactions with
teachers, administrators, there definitely has been a focus on students. Are they okay?
There are administrators, and like…groups of social workers, and even the CCSD police
that are doing massive numbers of well checks that we've never done before. So, like..
let's say I have a student on my roster who I saw the first two weeks of school, and then I
haven't seen them in three weeks. Try to make phone calls, nothing, send an email,
crickets, ask their friends, “Hey, have you guys heard from this person?” “No miss. I
think they went to their Grannies or something. I don't know,”. So, then we let
administration know. Administration then goes through whatever the process is. And then
someone will literally go knock on their door and say, “Hey, how's it going?”. We're
assuming that that's still that kid's door. Cause there has definitely been more transiency
happening.
However, Christine feels that when it comes to teachers, the genuineness of their concern is
lacking although words of care are expressed. She added:
Another interesting thing that's happened, this has really happened in the last, I'd say,
four to six weeks, is administrators are beginning to ask teachers, “How are you?”.
Teachers are not okay. Teachers are not okay. So well, they ask and then they say, “Make
sure you’re doing this and you're taking care of yourself and you're shutting off your
computer, but please also make sure that you are giving extremely detailed lesson plans,
that, and the standards they aligned to. And I need details on the students that you
reached out to and how you reached out to them. So that you say take care of yourself,
comma, but there's all these other things we need you to do. And the problem is there's
only 24 hours in a day.
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I coded the thoughts shared by Christine with the code for ‘humanizing’, and ‘environment’.
Another interesting perspective is the one from Sarah, the White policymaker of higher
SES. Sarah’s anecdote portrays the impossibility of prioritizing students’ safety during the
pandemic while also addressing their well-being needs. Sarah narrated:
My cousin called me last night. She goes "I don't know what to do. She's in middle
school. She's crying all the time. She used to love school." For 80% of the students,
they're doing okay. For 20%, I think we're going to see a rise in suicides. I think we're
going to see a lot of mental health. Many of my students are seeing therapists now. Many
of them are reaching out for 504s, for anxiety. Parents don't know what to do. I've had
situations where parents have said "I don't get this. I didn't expect to have to be around
these people 24/7." These people are your children. This wasn't a "Oh, once you get them
out of diapers" thing. This is very serious, and they don't like the people they're living
with. And kids are saying the same thing. They're like "Well, school has got to be better
than home."
I coded Sarah’s anecdote under ‘environment’, ‘varying communication’, and ‘protect or prevent
exploitation of the marginalized’.
Summary of Results
In summarizing the results of my study, I provide an overview of my interpretations
within each theme by analyzing findings based on CRE core-characteristics identified through
the color-coded data from each jurisdiction. Additional findings relevant to answering the
research questions, identified through color-coded inductive codes, are also discussed as these
characteristics intertwined with those of the CRE. All coded characteristics that are aligned to the
study framework and research questions are italicized within the summary.
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Navigating Crisis Challenges
Findings on educational practices and policies in Singapore during the pandemic, based
on the coded data, only minimally indicate an attempt to legitimize cultural capital. This CRE
characteristic is only portrayed in the project work assigned to Ravi, the Indian Secondary 4
student of higher SES. According to Ravi, students were provided with specific instructions to
embark on a project. Although the students had the freedom to work on a project of their
choosing, students were not provided with individualized instructions and consultation. Thus,
students might have the opportunity to integrate cultural capital into their chosen project but had
to present the project in a non-negotiable 50-page report. Leveraging cultural capital may not be
feasible when varying communication styles are not recognized. As such, the student ended up
not being able to appreciate the opportunity to have their cultural capital recognized and
validated to the fullest extent in a non-standardized educational assessment.
In terms of cultural responsiveness to the environment, the sociopolitical aspect of it
dominates over other environmental aspects such as household socioeconomical considerations,
and the pressures of the unprecedented crisis event that bear historical and chronological
implications. Schools in Singapore were closed for the lockdown or “circuit-breaker” period in
April instead of March (when outbreak of the pandemic started triggering emergency protocols
globally) in order to provide schools and families more time to prepare for the transition to
home-based remote learning. While this decision may be seen as being organized and
humanizing on one part, it may also be seen as putting students and teachers’ well-being at risk
for the sake of efficiency. Structure and control, characteristics of corporatism that the country’s
governance adheres to, once again guides decisions even, or perhaps especially, during a crisis.
Yet, despite risking students’ and teachers’ health and lives to enable order to be put in place
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during the delayed lockdown, other than those belonging to the intersection of majority race and
higher SES, all other interviewed stakeholders experienced a high level of stress, anxiety, and a
sense of chaos. Systems put in place to establish order and accountability amidst the crisis, such
as using the SLS system to monitor attendance and submission of assignments, only increased
the level of pressure on teachers and families grappling with crisis challenges. Forcing students
at marginalized intersections to stay focused during lessons that are hastily put together by
teachers who have yet to acquire necessary remote-learning skills, and placing undue pressure on
parents working from home to ensure their children remain focused and on-task at all times show
a lack of responsiveness to the crisis environment.
The multidimensional cultural context of different stakeholders caused even members of
minoritized race who are of higher SES to experience higher level of stress compared to those of
the majority race who are also of higher SES. An example of this is the situation experienced by
Aini who has one P5 child who is autistic, and a Sec 4 child taking the GCE ‘O’ Level
examination. The autistic child’s school placed so much pressure on Aini that she ended up
giving up her career and even subjected her autistic child to verbal abuse for not meeting the
school’s behavioral and achievement expectations although the child is differently abled and
could only learn when the teaching style matches his needs. Teachers and schools impose these
pressures on parents because they are held accountable by the education system. While it might
be understandable that student-learning has to be monitored in order to inform future teaching
plans, there was a lack of monitoring in terms of teacher-learning other than imposing pressure
on teachers to learn the use of a variety of online learning software within a short period of time.
In other words, cultural considerations such as the crisis environment requiring varying
communication strategies and relational styles were not given due considerations. More
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humanizing pedagogical approaches much needed by students were overlooked amidst the
obsession with numbers and display of technological advancement. Interviewed student, parents,
and teachers all shared students’ inability to learn effectively under such conditions resulting in
students having to resort to self-directed learning or making the effort to learn on their own
amidst non-conducive environments and constant distractions.
Comparatively, in Southern Nevada, the decision to close schools and enforce lockdown
was made swiftly with less delays and hesitations. When presented with information on the
spread of the deadly virus, everyone’s safety and well-being were placed front and center in
making the decision. It may be argued that the decision was rash when there were no systems or
infrastructure put in place to support those who have a lot to lose during the closure, including
students and families at marginalized intersections. However, looking at the little impact a
delayed closure had on the challenges faced by interviewed stakeholders in Singapore in terms of
alleviating stress, it seemed to be a more humanizing and environmentally responsive decision to
make.
In line with multidimensional context of culture, the intersection of SES alone was not a
determining factor in the level of challenges faced by interviewed stakeholders in Southern
Nevada. Factors such as parents’ education level and occupation, and household profile all
contributed towards the ability to navigate the challenges. Being college educated and currently a
higher-education educator, Libertad and her daughter’s challenges were minimal. Although
being Latinx, they belong to a minoritized race, they were of higher SES and Libertad’s daughter
was the only one among her three children who were still in high school. Libertad had even
provided her children with a head-start with Montessori lessons even before they reached the age
of one year. Libertad’s daughter in high school even have had experience being successfully
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home-schooled by Libertad. As such, Libertad’s daughter experienced minimal challenges
during the pandemic-related school closure as she was well provided for and was already
equipped with independent-learning skills and experience.
On the other hand, Dana, an African American parent of six children, faced a higher
degree of challenges due to the family’s low SES, but still a comparatively lower degree to other
members of minoritized race who were also of lower SES that she knew. Dana shared being
relieved and grateful that when the lease for their apartment expired in April 2020, their
application to rent a house was accepted despite their poor credit score. Under the circumstances,
Dana stated that she would do whatever it took to pay the rent on time because they could not
afford to take the risk of being kicked out of the house. The house provided more conducive
space for her four school-going children. Dana’s youngest child was only six months old at the
time the interview was conducted. Dana shared pictures of her home, and the areas in the home
where each of her children engaged in remote learning activities. Although not luxuriously
furnished, all her children had their own devices and the house looked comfortable and spacious
enough. All the devices were provided by the children’s school. As a teacher, Dana’s laptop was
also provided by the school where she worked. Three of her children had their own room to work
in although they sometimes prefer to go to the living room instead, as shown in one of the
pictures, when they have made a mess of their study areas. One child often go to the garage when
his reading lesson requires silence, or go outside for PE activities.
Dana was thankful that being educated, a teacher, and having good technological skills,
she was able to provide all her children with the support they needed to navigate remote learning
challenges. Dana also actively helped students, including those who were related to her students
but not her own, whose families needed support in accessing enough devices, or whose parents

147

needed help with understanding or navigating online resources. Dana only faced some challenges
when she was teaching via Zoom because her six-month old child was in the habit of “squealing”
out of the blue causing distractions. She also shared that one of her sons was so overwhelmed
with work that he suffered and incident of extreme depression requiring them to rush him to the
hospital. The child subsequently attended virtual therapy sessions that helped him to recover.
Dana associated her son’s depression with his teachers’ lack of consideration of the
environmental challenges and kept piling homework on the students as if they were attending
face-to-face school. Dana stated that unlike that school, the teachers in the school where she
worked were very mindful of students’ challenges and limited the work that each subject teacher
might assign to students. Dana’s son’s experience was an example of student-educator
(mis)match due to the lack of cultural competence in some teachers and their inability to vary
communication style under the circumstances. Dana’s experiences providing support to those
who need also showed commendable collaboration among stakeholders in preventing and
preventing exploitation of the marginalized while navigating crisis challenges.
Scott, the White parent of lower SES also shared challenges faced by his son mainly due
to his teachers’ inability to effectively engage students during virtual lessons. Not having college
education, being already in his early 60s in age while his son is in 6th grade, he felt out of touch
with current educational topics and were usually unable to help his son with his assignments.
This showed a student-educator (mis)match due to the teachers’ yet to be acquired cultural
competence and skills in varying communication under the environmental circumstances. His son
was often distracted during lessons. Scott fully supported the closing of schools as he considers
his son’s safety and well-being of utmost importance. He understood and appreciated efforts put
in by the school and CCSD within the crisis environment and was humanizing in understanding
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the constraints faced by decision makers. Scott only hoped that moving forward, teachers would
consider offering students time-slots for individualized attention to ensure engagement in
learning activities.
Schools in Southern Nevada, just like schools in Singapore, at least initially, faced
challenges in terms of ensuring students and teachers are equipped with required digital devices
and skills. Sarah, a White policymaker in a technology-focused school shared that the school did
not expect to face that challenge given their focus area. She associated the discovery of students’
financial and digital challenges during the lockdown to the demographic profile of the school
students. The school still have more White students than students of color but the percentage of
students of color was still high, “mirroring the demographic profile of CCSD” she said. The
school was more surprised to learn during the preparation for school closure that even some of
their teachers could not afford to buy required equipment for themselves and faced challenges
conducting remote lessons from home as they lived in crowded apartments. The school was
fortunate to have enough reserves to upgrade the Chromebooks that they had because, although
the equipment were only five years old, the capacity of each could not support all the online
learning programs required for extensive remote learning. The school also learned that not all
teachers were technologically literate enough to conduct engaging lessons. Some were still
sending students worksheets to print. These challenges were echoed by Christine, a Native
American teacher. Additionally, Christine shared challenges in reaching out to students who
could not remain active in remote learning due to their home environmental factors including the
lack of internet service and relocation due to the need for adult monitoring as well as financial
constraints. Christine highlighted remote learning challenges when the students were still in the
first grade and their parents’ reading skills were not much higher than the students’. For such
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households, emailing instructions on accessing online learning resources was futile. These were
issues associated with addressing environmental challenges, the ability to vary communication
within the crisis environment, while also ensuring protection or prevention of exploitation of the
marginalized. Christine showed a high level of cultural sensitivity when she expressed a need for
teachers to not only acquire technological skills, but the humanizing pedagogical skills required
to make remote learning engaging and effective.
Decisions on Standardized Tests and Perspectives on Learning Assessments
As shared by interviewed educational stakeholders in Singapore, all standardized tests in
the form of high-stakes examinations such as PSLE for graduating P6, and GCE ‘O’ Level for
graduating Sec 4, as well as mid-year and end-of-year examinations for students of other levels
were still carried out as scheduled. This decision in itself portray priorities that center the
maintaining of the socially conditioned status quo over humanizing factors such as providing the
highest degree of safety and well-being for the students and teachers. This decision was justified
with a certain degree of well-being considerations by the exclusion of some topics in subject
syllabuses, at least for students taking graduating examinations. Leniency in grading was also
touted.
However, as shared by two of the interviewed students and by Aini, the Malay parent of
higher SES, students were still highly stressed up because they found themselves unable to
benefit from remote learning, and being confined at home kept exposing them to distractions. It
should be acknowledged that everyone, including students, are psychologically affected by the
environment during the pandemic. Insisting that students still go through a high-stress situation
of preparing for and taking standardized tests within an extremely high-stress period of an
outbreak of a global pandemic constitutes not only being culturally unresponsive, but in fact,
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highly oppressive. It also ignores the fact that some students, particularly those at the intersection
of marginalized race with lower SES and/or of special learning needs, or those affected by
Covid-19 infection in one way or another, were highly disadvantaged. The decision ignores the
need to protect or prevent the exploitation of the marginalized in the education system.
Unfortunately, students and teachers have been too socially conditioned to accept
standardized test to be the only way for them to move forward in their education. This
acceptance is also due underexposure to more engaging methods of educational assessments that
legitimize their cultural capital and promote situational and context-bound knowledge, as well as
cultural-specific knowledge, in varying communication styles that accommodates environmental
challenges and multidimensional cultural contexts. Attempts to implement such assessments
were not well thought-out based on all culturally responsive assessment characteristics. As a
result, the interviewed students still prefer to take standardized tests as compared to assessments
that recognized varying ways to communicate and demonstrate what they have learned. Only the
interviewed parents expressed support for and hope that such culturally responsive educational
assessments will be implemented in the future.
Just like the situation in Singapore, considering the crisis environment, there has been
feeble attempts to implement culturally responsive assessment during the pandemic. For
example, Nina, the interviewed Latinx student shared her experience video-recording herself
conducting required physical activities as an assessment project for health. Nina felt oppressed in
having to engage in the project because she did not feel comfortable video-recording herself
making bodily movements for others to watch. Nina’s personality and cultural disposition is such
that she was not even comfortable being looked at via webcam during Zoom sessions because
she believed she looked worse on camera. According to Nina, all students are given the same
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project assignment for that subject. Although it may be argued that Nina had issues with selfesteem, we should be mindful not to victimize the victim. While the idea of assigning a project
instead of having students take a standardized test may be intended to be responsive to the
environmental situation by varying the way students communicate their understanding and
acquired skills, the assignment was not well thought-out. Privacy and ethical issues were not
thoroughly considered. Thus, not only was the project not legitimizing of cultural capital, or
validating of cultural-specific knowledge and situational and context-bound knowledge, it was in
fact just a different form of standardized assessment as it was not customized based on students’
cultural considerations. It turned out to be even more oppressive to Nina than standardized tests
and resulted in Nina having an aversion to assessment methods other than test.
The academic year of 2019-2020 ended in Fall 2020 for Southern Nevada without highstakes standardized tests because schools were still closed. This humanizing decision was made
in consideration of the risks of Covid-19 infection on students and school staff should schools
just reopen to facilitate standardized test-taking, while taking the tests remotely at home was not
feasible where monitoring procedures are concerned. Also, students’ trauma in dealing with the
pandemic and their remote learning difficulties during the period made taking high-stakes
standardized test such as the ACT irrational. High school students just graduated without taking
the ACT and colleges pledged support and collaboration by not considering ACT scores for
admission. Scott, the White parent, as well Dana, Christine, and Sarah who were school teachers
and policymakers did express some concern about students not having the ACT scores and what
disadvantages they may face moving forward. While the decision may be seen as detrimental to
the students’ future, I believe that it presents the school system with the opportunity to rethink
certification based on standardized test scores considering volatility of the environment. Should a
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new normal be conceptualized and established, not having ACT scores should not matter
henceforth.
According to the interviewed stakeholders in Southern Nevada, non-graduating students
were promoted automatically based on class attendance and performance. Dana, the parent who
was also a teacher stated that for students in her school, teachers being more concerned about
students’ well-being, considered students to be present for a whole week if students either logged
in to Google Meet, complete at least one work, or engage in at least one email or Google Meet
messaging discussion with the class teacher. The goal was not to impose too much pressure on
students and families facing connectivity, remote learning, and other environmental issues during
the crisis, and to protect or prevent exploitation of the marginalized because regular school
attendance is considered a criterion for promotion and graduation in Southern Nevada.
Only semi-standardized tests such as MAP were carried out online. According to Dana,
class students were assigned groups and the group taking the test on assigned dates had to “tune
in” and take the test while the other class students were given online activities to work on during
that period. The test is meant to inform teachers and parents on areas for improvement for the
students. However, teachers lamented that while students did not suffer any negative impact
should they not do well in their MAP tests, teachers did because MAP scores were considered in
the performance appraisal of teachers. Understandably, teachers such as Dana and Christine were
highly concerned about this because they had no control over students’ situations in their homes.
The semi high-stakes standardized PSAT test was administered for sophomores and
juniors. Interestingly, only Sarah, the White policymaker knew what the test was for. Even Dana
who had taken the test, did not know the implications of the PSAT test scores. According to
Sarah, students who with highest scores for PSAT will be offered prestigious highly coveted
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scholarships for college and opportunities to participate in prestigious national college programs.
In that sense, the test scores had no negative implications on students who do not score high
enough, it was of high benefit to those who do. Sarah supported the decision to still conduct the
test due to its “equalizing” benefit for “wittier” and “grittier” students of lower SES who would
otherwise not be able to afford college education. That said, the fact that students are given
multiple opportunities to pay for and take the test throughout high school until they obtain a good
score, it became obvious that students of higher SES could pay for more attempts and as such,
have better chances to make the cut. Considering students had the choice of taking the test or not,
although proceeding with conducting the unequitable test was still culturally unresponsive where
well-being and protecting or preventing the exploitation of the marginalized is concerned, it was
so to a lesser degree as compared to conducting a high-stakes standardized test such as the ACT
amidst environmental challenges.
Concept of Fairness
The belief that sameness and equal treatment constitutes fairness seem to prevail in
Singapore. The notion that all students must have access to the same amount of teaching and
accorded equal attention regardless of needs, adhere to the same policies, take the same
standardized tests for their level, and have their learning be assessed the same way is considered
ideal where fairness is concerned. This situation was shared by GC, the interviewed teacher and
the policymaker I interacted with. The teacher shared that in order to better prepare identified
students who were at risk of not doing well in a high-stakes examination during the pandemic,
they were provided with in-person classes during the school mid-year school holiday. The
number of students were kept at no more than ten as a safety measure. However, parents of other
students also demanded additional lessons for their children too as it seemed unfair that only
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students who were at risk were given attention. As a result, teachers had to provide separate
lessons via Zoom during the holidays for all the other students as well. This kiasu (fear of losing
out) seemed to be the underlying factor in the society’s recognized concept of fairness.
The policymaker I interacted with expressed support for standardized tests because he
said students taking the subject in his school obtained very good examination results as they
were able to learn very well and remember what they learned better through his department
teachers’ efforts and the online program that the department uses. Thus, he is of the opinion that
as long as teachers and students put in the required effort, they should all do well in standardized
tests and that is fair because after all, all students are given the same questions to answer. He felt
that those who put in the effort will reap just rewards. His flawed rationale did not take into
account the different challenges that students, teachers, and parents have to navigate based on
their cultural intersections. It also raises the question of the plight of students in other schools
who may not have access to the same program and do not have teachers who are as well
equipped. Students from different schools take the same graduating examinations. Some students
may not even have access to good enough devices and/or Wi-Fi service to benefit from online
programs. Those students need to answer the same examination questions too. As such, there is a
lack of consideration for protection of prevention of exploitation of the marginalized when
sameness is equated with fairness.
My interactions with other teachers and policymakers during the period of the pandemic
as well as prior to that, provided me with the insight that they were extremely reluctant to attend
professional development sessions intended to change the status quo, both in terms of pedagogy
and student assessment. Subscription to what seemed to be already working well in the country
may also be interpreted as not seeing the need to “fix what is not broken”, especially when
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“fixing” it demands a significant amount of their time precious time needed to manage the
pressures of their job. Having to learn new assessment methods while still grappling with
acquiring new technological skills during the pandemic creates negative views on newly
introduced assessment methods that seem more of an unnecessary burden rather than an
enlightening way to assess students equitably. Thus, interviewed students and teachers in
Singapore saw proceeding with scheduled high-stakes examinations during the pandemic as
something that was exceptionally stressful and yet unavoidable in the absence of “viable”
alternatives. The society is already socially conditioned to see the inevitable need for students to
be awarded with required certificates to get on with life. Interestingly, when the teacher, GC, was
asked the additional question that, knowing that the examination for 2020 contain less topics and
graded more leniently as compared to previous years’ examinations, does the same concept of
“fair” apply in the recognition of the graduating certificate earned, GC replied:
We are not supposed to compare cohorts, what (right)? They are two different batches of
kids. Everything is so different. I don't know. I always don’t compare cohorts. To me,
they are two very different batches of kids.
Thus, it seems that multidimensional cultural context and differing environmental situations are
considered in equally valuing graduating certificates earned by students year on year, but not in
assessing performance in standardized tests between students studying in the same level in the
same year. That said, it cannot be denied that reducing topics covered and a degree of leniency in
the grading of examination papers during a pandemic is humanizing, environmentally responsive,
and “fair” to a certain extent although not making the already stressed-up students sit for highstakes examinations and resorting to more equitable ways to assess their capabilities would have
been even more so.
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In contrast, this concept of sameness as “fair” is not widely embraced in Southern
Nevada and the United States. All the stakeholders interviewed in Southern Nevada subscribes to
or are at least aware of equitability and not equality to better fit the description of fair. Nina, the
Latinx student of lower SES expressed awareness that standardized tests is not fair as some
students face more challenges than others, but she personally still preferred to take tests as the
method was still more convenient and less stressful for her compared to the project that she was
assigned with to replace a standardized test. Even members of the majority race such as Sarah,
the policymaker, and Scott, the parent were of the opinion that standardized test was not
equitable and not fair. However, under current sociopolitical environment where schools and
students have to “follow the money”, Sarah still considers taking such tests beneficial for
students although she expressed admiration for the Finnish system of education where all
students were really cared for and learning is ensured because the highly respected teachers are
able to focus on facilitating actual learning due to standardized test being only administered at
the end of high school for college admission purposes. Sarah’s concept of fairness and
equitability seems to be, not so much about differentiated assessments based on cultural
dynamics, but increased individualized focus on student needs until they are better equipped and
ready for the one and only standardized test. On the other hand, Scott supports the notion of
fairness in terms of customized attention based on student needs. He shared the idea of providing
students with individualized projects and individualized feedbacks to better engage students in
their own learning and assessment. Scott’s idea is in line with varying communication of
knowledge and the validating of situational and context-bound knowledge.
Dana, the African American parent and teacher supports the idea of project-based
individualized assessment as a more equitable and fair assessment method considering the
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diversity of population in the United States and students not starting out at the same level in
terms of language skills and family background. Her thoughts on a fair assessment leans towards
protection or prevention of exploitation of the marginalized. Christine, the Native American
teacher of lower SES felt that because we do not have standardized minds, assessments should
not be standardized. To her, the multidimensional cultural context for different people and within
different states in the country makes standardized test not a fair assessment for all students. That
said, Christine could not offer ideas for a fairer form of assessment and she claimed that she
would be a rich woman if she knew. Libertard, the Latinx parent of higher SES also strongly
considered standardized test as inequitable and unfair. She expressed a need to validate and
legitimize cultural capital as well as strengths beyond or in place of academics because in times
of crisis or under different environmental contexts, other forms of strengths such as resilience,
resourcefulness, and family values are more valuable than just standardized academic knowledge
as indicated only by test scores.
While it may be noted that educational stakeholders in the Southern Nevada embrace
more critical concepts of fairness as compared to the stakeholders in Singapore, my shared lived
experience with the stakeholders in both jurisdictions enlightens me to the fact stakeholders in
Southern Nevada are more exposed to critical discourses as compared to stakeholders in
Singapore where laws restricting access to published works considered “inciting dissent” is put
in place and enforced. As such, there are many Singaporeans, including many educational
stakeholders, who consider such critical discourse as harmful western ideology. Thus, the
sociopolitical environment of the country perpetuates the traditional notion of sameness as fair
and this influences decisions on standardized testing implemented by the government and
supported by educational stakeholders.
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Safety and Well-Being
The theme of safety and well-being considerations is aligned to the second research
question and is a topic that is pertinent to the sustainability of an educational assessment method.
A pandemic is just one type or global crisis that may cause disruption or at least stir uncertainties
in the implementation of standardized tests. When crisis strikes, education systems are forced to
choose whether to prioritize test scores or the safety and well-being of students. The Covid-19
pandemic should serve as a wake-up call for conceptualizing more equitable and culturally
responsive educational assessment methods that may withstand crisis situations.
In Singapore, during the “circuit-breaker” period, although students attend virtual classes
online, the system put in place for this still resembles an actual classroom in school. According
to Calvin, the Chinese parent of higher SES, he still woke his son up every morning so that he
may attend virtual school at the same time as he usually did, and “school” ended at 1 pm just like
in actual school. This was also shared by Dusk who mentioned that only during recess time, they
could go offline for their break. It seemed that harmful effects of prolonged exposure to the
computer screen daily along with the challenges of remaining focused and engaged amidst
distractions within the home environment. Perhaps it was perceived that school as per normal
would help students feel like they were still in a “normal” situation or that making changes to
school hours would make students lose their schooling momentum. No rationale was shared by
any of the stakeholders for this decision. I interpreted this maintenance of the status quo despite
the environmental challenges to be rigid and lacks humanizing qualities. No thought seemed to
be put into varying communication with students to accommodate the crisis situation. It was not
surprising that all the interviewed students, and Aini, the Malay parent of lower SES expressed
frustrations with home-based learning. Socially conditioned notion of maintaining order and
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control seemed to prevail. Comparatively, according to Dana, the African American parent of
lower SES, during the school closure, students attended only three periods each day on Mondays,
Tuesdays, Thursdays, and Fridays. On Wednesdays, students were to engage in given
assignments on their own while teachers were available for virtual consultation. I interpreted this
to be a more humanizing strategy and a variation of communication made to respond to the
environmental challenges with students’ well-being prioritized. Although both Dana and Scott,
the White parent of lower SES, still shared challenges faced by their children in terms of given
assignments, the fact that virtual classes were kept short, showed more concern for students’
well-being.
In order to address home-based learning challenges faced by educational stakeholders,
schools reopened in June, 2020, two months after the pandemic-related closure including one
month of mid-year holiday that was brought forward from June to May. The interviewed
stakeholders all reported systems being put in place to ensure safety of the students and teachers
although parents reported seeing some form of relaxation in the enforcement of the safety
measures after a while, while GC, the teacher, shared aspects of the measures that either could
not or were not strictly adhered to. Although Ravi, the Indian student of higher SES shared
seemingly efficient systems put in place to ensure safety such as staggered school start time,
recess time, and dismissal time, strict enforcement of mask wearing, and social distancing in
class, Andrew, the Chinese student of higher SES provided a scenario of more laxed enforcement
of safety measures.
According to Andrew, students did not like to wear masks all the time which was
uncomfortable. Thus, teachers sometimes have difficulty ensuring all students keep their masks
on their faces at all times. Also, during PE, students did not have to wear their masks. He also

160

shared that although students were required to “wipe-down” (sanitize) their tables at the start and
end of their school day each day, some students did not really do this and not all teachers really
monitored whether all students have done so. This challenge in enforcing safety measures was
also shared by GC, the teacher. According to GC, they could not seat students at least one meter
apart due to space constraints. Although the students were seated in single instead of the usual
double files, the distance between seats were only about half a meter. GC also shared that
although students were to only remain with their own class and not allowed to intermingle with
students from other classes during recess or engage in CCA activities other than e-CCA, due to
the system of subject-based banding (students taking different subjects at different difficulty
levels by attending different classes), during the mother tongue and banded subject periods, there
were still intermingling between classes. Aini, the Malay parent of higher SES also shared her
concerns watching schools within her neighborhood conducting PE lessons with students not
wearing masks and not able to observe social distancing during the activities. Thus, although
there were systems put in place to ensure safety against Covid-19 infections in schools, in
practice, enforcing the systems strictly was not possible or highly challenging. In that sense, by
allowing students to return to schools so soon, as opined by Andrew and Calvin, schools placed
covering the syllabus and examination performance over student well-being. However, GC was
of the opinion that the education system in Singapore places student well-being above academic
concerns because school administrators keep reminding teachers to be more understanding of
challenges faced by students and not impose too much pressure on them in terms of submitting
assignments and taking examinations. Ravi was of the same opinion because he saw systems put
in place by his school to keep students safe and his school principal keep reminding students of
safety measures. Amidst the risks, it was made compulsory for students to attend school. No
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option was given for those who were more concerned about their children’s safety. Looking at
systems put in place versus systems fully enforced, there seem to be some contradictions. There
is also contradiction in telling students that although they have to take examinations, their safety
and well-being should still be a priority, when examinations are implemented and there are
negative implications for students who do not take them.
In Southern Nevada, schools remained closed until the start of the Fall 2020 semester. In
that semester, according to Nina, students and their parents were given the choice of attending
school in person or remotely. They were to make the choice at the start of the semester and keep
to their decision throughout. However, Nina added that students who got tired of attending inperson classes and felt that they needed a break might just tell their teachers that they were
feeling unwell and they were allowed to stay home and join the class again when they feel better.
Students were to wear masks and observe social distancing and sanitizing measures in schools.
The reason for the longer school closure by schools in Southern Nevada (and the United States as
a whole) may be associated with the higher level of safety concerns due to the existence of large
groups of skeptics, mainly supporters of the Former President Trump, who refused to wear
masks or observe any pandemic-related safety measures. Also, according to Sarah, the
policymaker:
In high school, when you're talking about social distancing, if we could do social
distancing, then we wouldn't have to have dress codes or PDA policies. You know, we
wouldn't be walking down the hall saying "Stop. No kissing. No hugging." And we can't
control that.
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When these matters are considered, there was a good reason for the extended school closure in
Southern Nevada. The higher level of precaution was necessary for the safety and well-being of
students within that sociopolitical context.
Two of the stakeholders in Singapore, GC the teacher and Ravi, the Sec 4 student,
explicitly expressed support and appreciation of the policies and decisions made by the
Singapore education system where matters related to the Covid-19 pandemic were concerned.
All three parents, two teachers (including Dana who is a parent and a teacher), and the
policymaker interviewed in Southern Nevada expressed understanding and appreciation of
educational efforts and decisions made related to the Covid-19 crisis.
Conclusion
In terms of legitimizing cultural capital, valuing situational and context bound
knowledge, and acknowledging cultural-specific knowledge, there were few indicators that
education systems within the two jurisdictions made or were able to make decisions or policies
that were more culturally responsive under crisis circumstances as the policies and practices
were not already put in place prior to it. There seem to be a higher degree of responsiveness to
the environmental challenges faced by students and parents in Southern Nevada as compared to
Singapore in terms of varying communication, acknowledgement of multidimensional cultural
context, and considerations to protect or prevent exploitation of the marginalized in decisions,
policies, and practices pertaining to standardized testing. The very fact that high-stakes
standardized tests was still carried out as scheduled during the crisis period in Singapore points
towards an entrenched social conditioning of acceptance. In terms of stakeholders’ well-being,
both jurisdictions have made efforts that are appreciated and affirmed by stakeholders although
more so in Southern Nevada than in Singapore.
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In this chapter, I have presented the findings of this study based on my interpretations of
coded data and the derived themes. The findings were guided by my theory-generated CRE
codes and supplemented by inductive codes that are aligned to answering the two research
questions. In the following chapter, Chapter 5, I will extensively discuss my findings in relation
to my literature review, including those related to my theoretical framework. Implications of my
study and recommendations for future research will also be delved on in the chapter.
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CHAPTER 5: DISCUSSION
The purpose of this study is to explore the degree of cultural responsiveness in the
management of policies related to standardized tests within culturally diverse populations in
Singapore and Southern Nevada as exposed during the Covid-19 pandemic. In line with the
requirement of the phenomenological design and culturally responsive evaluation framework of
this study, as the researcher, I shared lived experiences with the research participants in both
jurisdictions.
In this chapter, I discuss the major findings of this study as described in Chapter 4 in
relation to the literature on neoliberalism, published reports in both jurisdictions regarding
educational policy decisions, the issue of digital divide, and existing literature with quantitative
data on the impact of school closure on students’ standardized tests scores. Findings are also
discussed in connection with the design and theoretical framework of this research. The chapter
concludes with considerations of the study limitations, recommended future research, and a brief
summary.
The research questions to be addressed through this phenomenological multi-site case
study are:
1) Do the lived experiences of students, parents, and teachers during the Covid-19
pandemic portray cultural responsiveness in the educational assessment systems of
Singapore and Southern Nevada?
2) How does the education system in each jurisdiction navigate expectations in student
standardized test performance versus the safety and well-being of students and
teachers during the pandemic?
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By coding collected data with theory-generated codes of : 1) legitimizing/delegitimizing
cultural capital, 2) multidimensional cultural context, 3) situational and context-bound
knowledge, 4) cultural-specific knowledge, 5) environment, 6) varying communication, and 7)
protect or prevent exploitation of the marginalized; along with inductive codes of 8) studenteducator match (cultural competence), 9) humanizing, 10) social conditioning, 11) national
and/or organizational pride and safeguarding, and 12) collaboration/teamwork, four themes were
identified and interpreted in coming to a conclusion that addresses the research questions. These
themes are: a) navigating crisis challenges, b) decisions on standardized tests and perspectives on
learning assessments, c) concept of fairness, and d) safety and well-being. By analyzing coded
data based on these themes, it was found that policy decisions and practices in both jurisdictions
were lacking in culturally responsive characteristics in terms of legitimizing cultural capital,
situational and context-bound knowledge, and cultural-specific knowledge; while all other
characteristics of CRE were more apparent in Southern Nevada as compared to Singapore.
Interpretations of the Findings
In terms of legitimizing cultural capital, valuing situational and context bound
knowledge, and acknowledging cultural-specific knowledge, it could not be determined that the
two jurisdictions made culturally responsive policy decisions under crisis circumstances as such
policies and practices were not already put in place prior to the situation. However, there were
indications of a higher degree of responsiveness to the environmental challenges faced by
students and parents in Southern Nevada as compared to Singapore in terms of varying
communication, acknowledgement of multidimensional cultural context, and considerations to
protect or prevent exploitation of the marginalized in decisions, policies, and practices pertaining
to standardized testing. As high-stakes standardized tests were still carried out as scheduled
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during the crisis period in Singapore, an impression of entrenched social conditioning in
acceptance of the status quo seemed more prevalent in Singapore as compared to Southern
Nevada. In terms of stakeholders’ well-being, both jurisdictions have made efforts that are
appreciated and affirmed by stakeholders although more so in Southern Nevada than in
Singapore.
Crisis Environment: Culturally Responsive Educational Policy Versus Neoliberal Interest
According to the reviewed literature, there is a perpetually lower standardized test
performance of students at the intersection of belonging to minority ethnic groups, and lower
socio-economic status (Musu-Gillette et al., 2016; Statistics Singapore, 2010) as evident at
international platforms, and in culturally diverse countries (Musu-Gillette et al., 2016; PISA,
2015; Statistics Singapore, 2010). In Singapore, the status quo is a deliberate controlled through
corporatism, a system of governance where the ethnic Chinese elite ruling group claims expertise
in managing a multiracial population for what is deemed as the perfect balance (Vasu, 2012). By
enhancing racial trait differences through educational policies and media-induced gaze
(Foucault, 2012) to validate the need for corporate-like mechanism in “managing” racial ratios
and social positions in order to maintain “peace”, tight socio-political control is maintained and
rationalized to be for continuous attainment of optimal economic achievements (Vasu, 2012).
This then justifies the government’s strategy to maintain Chinese hegemonic majority.
Inevitably, over generations, Malay students, as a minoritized cultural group, internalize
inferiority and stereotype threat (Ladson-Billings, 1998) manifests into lower standardized test
performance over the years. Neoliberal justifications is thus openly used to preserve inequitable
policies and practices that perpetuates disparities in SES between the Chinese and the Malays
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specifically, as well as disparities in educational achievements between the Chinese and minority
races of the country in general (Vasu, 2012).
The findings of this research does not stray from what was highlighted in this literature
review. The interviewed Malay parent, Aini, while socially conditioned to accept the need for
her older child to take the GCE ‘O’ Level examination amidst the stressful environmental
conditions of the Covid-19 pandemic for the sake of his future, expressed an acknowledgement
of the family’s degree of privilege due to their higher SES as compared to many other Malay
families, some of whom were friends of her older child, yet denied any impact that privilege has
over her children’s examination performances. Both Aini and her husband held well-paid
positions that served the Malay-Muslim community until Aini had to give up her career to
provide their autistic younger child with needed enhanced attention during the pandemic-related
school-closure. On the other hand, the restlessness and aversion to eye-contact of Dusk, an 11year-old Malay student of lower SES, seemed consistent with being confined within a small
studio apartment with his mother over the years, and especially during the period of school
closure. His aversion to eye-contact may be associated with a lack of confidence due to the
absence of a father as his father had passed, and his living condition. Although Dusk perceived
standardized tests as “fun”, he could not clearly, and without hesitation, state that his
examination results were satisfactory. All he could say was, “It’s…okay”. There seemed to be an
indication of lack of concern for the outcome of the examinations he had to take as he just
considered them as just a “game” that is fun. This might be a form of escape for him to avoid
piling more stress on himself than what he was already experiencing daily.
The perpetuation of the status quo aligned to neoliberal interest is again portrayed by
Singapore’s education system’s insistence on implementing high-stakes standardized test amidst
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the pandemic. According to Aini, there was a whole class of students that had to be quarantined
during the period of time when they had to take the Malay (mother tongue) GCE ‘O’ Level
examination paper, because one of the students in that class was infected with the Covid-19
virus. Yet, the examination still proceeded. The lack of cultural responsiveness where the
environment, and protection or prevention of exploitation of the marginalized is concerned is
glaring.
According to the literature on Southern Nevada, following a report published in 1983
under Ronald Reagan presidentship which presented data supporting the notion that students in
the United States are underachieving academically at national and international level and
therefore, the country is not producing a competitive workforce to sustain the country’s global
dominance in economy and technology, a wave of educational reforms was put in place (Hursh,
2006; Lingard & Lewis, 2016, Ravitch, 2000). As the report was based on standardized test
scores, new policies were put in place aimed at enhancing the scores. Stronger emphasis is
placed on science, technology, engineering, and mathematics (STEM) which, along with policies
tying increased funding to standardized test scores, led to the prevalent practice of teaching to the
test (Casey, 2016; Hursh, 2006; Lingard & Lewis, 2016). This supports neoliberal agenda by
providing ample opportunities for edu-businesses such as Pearson plc, and Educational Testing
Services (ETS) to provide standardized test-related products and services (Addey et al., 2017,
Lingard & Lewis, 2016). Furthermore, implementing the issuing of school vouchers in order to
provide students and parents with school choices, only serve to further support neoliberal agenda
with increased number of chartered and private schools gradually reducing the government’s
own need for accountability in providing high quality public education through public schools
(Hursh, 2006) .
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Practices such as student retention due to poor test scores, disciplinary suspensions, and
other punishing practices have been driving minoritized students out of school (Bahena et al.,
2012; Hursh, 2006; Nieto & Bode, 2016). In order to establish stronger control, schools exercise
stricter rules and became highly militarized with constant presence of the police and security
personnel along with adherence to zero tolerance policy (Bahena et al., 2012; Hursh, 2006; Nieto
& Bode, 2016). These practices result in many minoritized school youths, especially Black
students, ending up in prison in what is known as the School-to-Prison Pipeline (Bahena et al.,
2012; Giroux, 2012; Hursh, 2006; Nieto & Bode, 2016). This, again, supports neoliberal interest
as it opened up the path for the establishment and expansion of the privately-run prison industrial
complex in the United States (Bahena et al., 2012).
The findings of this study showed a degree of improvement from what was published.
During the pandemic, Nevada suspended the implementation of high-stakes standardized test
such as the ACT for high school graduating students. Challenges associated with
multidimensional cultural context of students during the crisis seemed to the rationale for the
humanizing decision that prioritizes students’ safety and well-being above standardized test
performance concerns although a more equitable and culturally responsive educational
assessment was not implemented. The protection or prevention of exploitation of the
marginalized was given due consideration. In terms of achievements based on standardized test
scores, and the ability for marginalized groups to navigate the crisis situation, the line seemed
divided more in terms of SES. Students and their families who were of minoritized race of
Latinx, and African American, as intersected with being of lower SES faced more challenges and
the children had more difficulty attaining high scores in standardized test or coping with too
many school assignments.
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On the other hand, students at the intersection of minoritized race with higher SES and
raised by college-educated parents had no problem navigating the crisis environment and
perform well in standardized tests. Students of the majority race, White, as intersected with low
SES experienced some degree of difficulty navigating online learning but do not experience
other forms of challenges. Thus, experiences related to multidimensional cultural context, as
shown in this study, has stronger impact on educational outcomes as compared to just race and
SES. Overall, the impact of neoliberal influence is reduced during the pandemic where
standardized tests are concerned. Based on initiatives by schools, parents, and teachers to reach
out to students and parents who need support, and policies put in place to prohibit evictions
during the pandemic and suspend high stakes standardized test, there seemed to be both groundup and top-down efforts to be culturally responsive in navigating educational challenges brought
about by the pandemic in Southern Nevada.
Diverging Concerns: Standardized Test Scores and Student Well-being
The limited number of existing articles and publications on the impact of Covid-19
pandemic on education systems at the time the literature review was conducted only highlighted
numbers and statistical data (Burgess & Sievertsen, 2020; Frenette et al., 2020; Tran et al., 2020;
Van Lancker & Parolin, 2020; Zhang et al., 2020). The focus was more on students who fall
behind during the school closure and also students’ inability to perform as well in standardized
tests due to the experience. Emphasis was also on poverty as the over-arching cause for students
to fall behind, especially during the pandemic (Burgess & Sievertsen, 2020; Van Lancker &
Parolin, 2020; Zhang et al., 2020). The articles called for the rethinking of approaches and
policies to better accommodate the preparation of students for standardized tests during the
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pandemic with or without school closures. The gap in in-depth analysis on the lived experiences
of students and their families is addressed in this study.
The findings of this study disrupts the avoidance of scrutiny on standardized tests as the
only globally validated form of educational assessment method and directs attention to the
method’s lack of equitability considerations. The emphasis on only SES as a cultural factor
affecting student test performance is diverted to the multidimensional context cultural context in.
As intended, the findings of this study highlight the lived experiences of students within their
home cultural environment to surface cultural factors not taken into account by in implementing
standardized tests. Although it is important to research and present hard numbers highlighting
students inability to perform well in standardized tests during the pandemic due to the lack of
access to resources (Burgess & Sievertsen, 2020; Frenette et al., 2020; Tran et al., 2020; Van
Lancker & Parolin, 2020; Zhang et al., 2020) an in-depth review of the shortcomings of
standardized tests as a learning measurement instrument within culturally diverse context during
a crisis is just as important and that is what is presented in the findings of this study.
Experiences, perceptions, and opinions of educational stakeholders reported in the
findings may be leveraged for a more equitable, culturally relevant application of learning as
learning assessments. The findings surface educational challenges faced by students and their
families during the Covid-19 pandemic, while also highlighting cultural inputs from diverse
educational stakeholders that may be leveraged in planning educational activities, programs, and
assessment method(s) towards embracing cultural responsiveness and equitability in adapting to
the “new normal” (Alexander et al., 2020; Rybak & Relerford, 2020). While interviewed
stakeholders reported learning loss by students during the pandemic-related school closure, this
issue should be addressed as directly related to virtual learning pedagogy with considerations for
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students’, parents’, and teachers’ multidimensional cultural challenges within homes, instead of
addressed for the purpose of maintaining high standardized test scores. Learning assessments
should be beneficial for students’ learning process instead of vice versa.
Reports and Reality
As the study was started just a few months after pandemic-related policies were enacted,
published reports and statements on the policies, and deliberations towards decisions on policies
warranted inclusion in the literature review. The findings of this study at this point in time serve
to verify, evaluate, as well as provide a perspective of progress made since the reports were
written.
Singapore
Considering published aims to help students “discover their own talents, to make the best
of these talents and realize their full potential, and to develop a passion for learning that lasts
through life” (MOE, 2020, para. 1) of Singapore’s education system, and the desired educational
outcome that those schooled in the country’s education system will become confident with a
strong sense of right and wrong, self-directed learners, active contributors who takes calculated
risks, innovative, and strives for excellence, and active citizens who are rooted to Singapore with
a strong sense of civic consciousness, the findings of this study suggest a degree of alignment of
the education system’s decisions to the desired outcome of self-directed learners, and the notion
of calculated risks as taken by the education system in reopening schools after only two months
of closure during the pandemic and having students still take high-stakes standardized tests under
high stress circumstances and health and well-being risking situation. The insistence on keeping
to the same school schedule for students’ remote learning, and the implementation of
standardized tests regardless of situation do not seem to support students’ discovery of their own
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talents, realize their full potential, or develop students’ passion for learning, and neither do the
decisions motivate innovation. Instead, the findings suggest tight monitoring with strong focus
on structure, and standardization. In turn, this points to the subscription of sameness and
equalness as fair and thus, decisions have little consideration for equitability and cultural
responsiveness that may pave the way for generating innovative thinking. There is a strong focus
on rootedness with love and pride of the country as an essential part of the education system
(MOE, 2020). The findings of this study do suggest success in this regard as students and
teachers interviewed expressed approval and pride for the country’s systemic decisions and
policies. Social conditioning through tight control and structure along with strong focus on
standardization seem effective in achieving this outcome.
As mentioned in the literature review, the well-marketed image of the country as being
peaceful and prosperous with the people kept under control has been so successful in drawing
investors and tourists to the country, contributing to Singapore’s economic strength. The
educational goal of being recognized as being the best in the world and instilling pride for the
country are also aligned to the Singapore’s strategy of projecting and maintaining an image of a
peaceful, united, well-organized, and well-managed country with good control of the people
(Vasu, 2012), although it is not difficult to also see the goals of maintaining and controlling the
people’s opinion of the ruling party, the same party governing the country since independence in
1965, as the most capable leaders who should remain in power for the continued economic
success of the country. Thus, keeping to structured routines and maintaining the focus on
standardized tests scores are crucial to the government in projecting this image of peace, control,
and success.
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The literature on news reports pertaining to Covid-19-related school policies in Singapore
were all verified by interviewed stakeholders. The reports were on dates for school closure and
plans to prepare students for high-stakes standardized tests such as the PSLE and the GCE ‘O’
Level examinations. The review also highlighted the enacting of Protection from Online
Falsehoods and Manipulation Act (POFMA) in 2019 (Singapore Statutes Online, 2019) that
effectively provides the government with the power to force any individual or organization to
alter or remove any statements or publications deemed as “false” by the government or face legal
penalties. The POFMA was indeed an obstacle for me in getting school administrators or
policymakers to agree to be interviewed. Published news reports portraying that, despite
challenges, the home-based learning experience was manageable by all due to the touted
efficiency of the education system and the publicized flexibility of the government in the
implementation of guidelines seemed untrue based on answers provided by interviewed
stakeholders. Other than the Chinese parent of higher SES, all the other stakeholders expressed
difficulty managing, and the school online learning monitoring system seemed rigid and caused a
high level of stress to the interviewed teacher and the Malay parent. However, the findings of
this study confirm the perspectives in a published commentary on Channel News Asia (Hutton,
2020) that the Covid-19 pandemic highlighted the education system’s lack of technological
preparation to provide holistic educational instruction remotely, and that the system should start
thinking of enhancing technology-based instruction to move forward in the future. Additionally,
the findings surfaced the need for teachers to acquire more humanizing and culturally responsive
remote learning pedagogical skills beyond just technology.
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Southern Nevada
Since the publishing of a fact sheet on March 12, 2020 (US Department of Education
[DOE], 2020), the DOE announced targeted one-year waiver in meeting accountability
requirements based on the unique situation in every state has been enacted. As verified by
interviewed stakeholders in Southern Nevada, the components granted targeted one-year waiver
were the 95 percent assessment participation rate, and the chronic absenteeism indicator (DOE,
2020). Based on the study findings, Nevada’s Department of Education’s mission to improve
student achievement and educator effectiveness by ensuring opportunities, facilitating learning,
and promoting excellence (State of Nevada, 2012) remained in focus during the pandemic
although emphasis on excellence where academic achievements are concerned was
understandably reduced in response to the crisis situation. Superintendent Jhone Ebert reiterate
statement on the use of public funds to efficiently and effectively give students the tools they
need to “build a home, a life, and a future” (State of Nevada, 2012, para. 4) was true in so far as
providing students and teachers with devices needed for remote learning although accessing
good Wi-Fi service was still an issue. Clark County School District’s mission of “All students
progress in school and graduate prepared to succeed and contribute in a diverse global society”
seemed still adhered to in the findings as stakeholders verified the advancement of all students
despite the Covid-19 challenges, and efforts to be culturally responsive in addressing issues in
consideration of multidimensional cultural context exemplify multicultural values that students
may learn from.
Comments as reported during CCSD Board of Trustee’s emergency meeting which
involved parents, teachers, and CCSD staff on March 23, 2020 (Jessie & Darrow, 2020)
highlighting the common concerns of the lack of provisions for students from lower income
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families to access computers and internet, and the consensus that assignments should not be
graded or taken into account for students’ final grades, were all verified in the study findings as
enacted. However, as for teachers reaching out to students at least once a week to make sure that
they are doing well, this was not reported by stakeholders interviewed. Instead, Dana, the
African American parent who is also a teacher stated that students were considered present for
the whole week should they either submit an assignment, login to Google Meet, or exchange
emails of messages with the teacher via Google Meet. She also mentioned Wednesdays being the
day when teachers stayed virtually available for students to reach out to. Christine, the Native
American Teacher stated that teachers would try to reach out to students who have not engaged
in class activities for a few days, failing which the matter would be reported to school
administration who would then send assigned staff to visit the student’s home to check that the
family was doing well. Matters regarding distribution of food and learning materials were all
verified by relevant interview stakeholders. These findings portray a high level of cultural
responsiveness in the educational policies of Southern Nevada during the pandemic.
The findings of this study also confirms the report by the Las Vegas Review Journal
(Akers, 2020) on the overall positive acceptance of school closure by parents and teachers as
they would rather have students and their children stay at home than be exposed to the virus in
crowded places like schools. High level of concern and subsequent addressing of issues related
to low-income students who have no access to learning activities and materials due to device and
internet service challenges (Akers, 2020) were verified by interviewed stakeholders. That said,
concerns over students’ performance in standardized tests were still expressed by interviewed
parents and teachers in terms of implications, although well-being concerns do seem to be
paramount.
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Addressing the Digital Divide
Issues related to access to digital device as well as internet service in Singapore and in
Southern Nevada were shared by interviewed stakeholders as reported in the literature review.
However, in terms of infrastructure, the issue seemed fully addressed in Southern Nevada after
an initial scramble to provide each student with one Chromebook. This was reported by Sarah,
the policymaker, and Dana, the parent who is also a teacher. Libertad, the Latinx parent also
shared about emails from her daughter’s school calling for donation of extra laptop devices to
distribute to students who need them. In Singapore, this issue seemed only partially addressed
because despite the report on the distribution of devices (IMDA, 2020), GC, the teacher, reported
that there were students who could not actively participate in remote learning activities as they
only had one device to be shared by their whole family. Thus, it seemed that either providing
every student with one device did not seem to be the target in Singapore, or the outreach to
students in need was not efficiently carried out. Despite GC’s reporting to the school
administration of the issue, instead of having school staff provide such students with their own
device, the teachers were just told to ease-off in monitoring the participation of such students.
Technological skill challenges for teachers and parents who were supervising their
children were reported by the interviewed teacher in Singapore, the two teachers (including
Dana, the parent who is also a teacher) and Sarah, the policymaker in Southern Nevada. While
all educators did not associate the challenge with any particular race, language, or SES factors,
Christine, the Native American teacher associated it with the relevant parents’ education level
only. The interviewed parents in Singapore only reported challenges that were not related to
technological skills.
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The article published by Minneapolis Foundation in the United States (Alexander et al.,
2020) that addressed various topics on challenges faced by students at different cultural
intersections during the Covid-19 pandemic, and calls for the country’s moving beyond normal
because the status quo is not acceptable (Rybak & Relerford, 2020, p. 6) is in line with the
perceptions on learning assessments by the two interviewed parents in Singapore, and all
interviewed stakeholders in Southern Nevada except the Latinx student. Based on this finding, it
seemed that the discourse against standardized tests seem strong in Southern Nevada, but only
starting to gain limited grounds in Singapore. The different sociopolitical context of the two
jurisdictions, and entrenched concept of fairness may be associated with this finding.
Culturally Responsive Evaluation as Research Framework
The decision to use the core-characteristics of CRE (Hood et al., 2015) as my theorygenerated code was extremely helpful in keeping me on track to answer the two research
questions. I believe that if I had used any of the other three theories I have considered, namely
the critical race theory, the social justice education theory, or the world society theory, I would
not have been able to analyze and interpret the data with specific considerations of the various
dimensions of culture. While CRE is rooted in the concepts of critical race theory (CRT)
(Ladson-Billings, 1998), the findings of my study has made it clear that analysis of
discriminatory factors associated with race alone would not have been able to provide me with a
more holistic picture of the complex intersectional aspect of inequitable practices and underlying
neoliberal agenda in policies related to standardized testing. On the other hand, the social justice
education (SJE) theory (Adams et al., 2018) while also all-encompassing in addressing cultural
oppression issues, would have left me frustrated looking for data that were not provided by the
interviewed stakeholders. Direct links to the all the interconnected SJE components from the
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data would have not been established as some of the components are not relevant to the cultural
dimensions related to the stakeholders. As for the world society theory (Meyer et al., 1997), it
would have been useful if I was just comparing practices and policies associated with
standardized tests only instead of grounding the analysis on cultural lens. Using the CRE, I found
the multidimensional cultural context to be overarching in analyzing and coding data making it
necessary for me to identify data based on overlapping codes instead of single codes. Although
CRE provided me with the overarching guidance in harvesting data that are relevant to both my
research questions, in order to fully address the second question specifically and as I read the
transcripts, the five inductive codes stood out to me.
The article by Noman and Kaur (2014) on the topic of differentiated assessment for
diverse learners discussed the cultural challenges faced by diverse learners and also recognized
the intersectional nature of cultural facets. Without using the term “culturally responsive”, the
authors recommend assessments that are either ability-driven or preference-driven. Yet, the
descriptions of both the assessments are culturally responsive in nature. My only regret was my
inability to find a similar article that is grounded in a theory conceptualized by a Malay
education, social science, or philosophy theorist or philosopher. Somehow, this phenomenon
reminded me of Hussein Alatas’ article (Alatas, 2000) on the topic of intellectual imperialism
and the captive mind where he highlighted the perpetuation of colonialism by the west by
refusing to acknowledge the value of intellectual discourse from non-western countries. As a
result, Malay and other Southeast Asian theorist have to keep referencing works from the west
and infusing western perspectives into local lens. Thus, there is ongoing colonization because
Southeast Asian intellectuality is perpetually held captive by the west. As I still felt the need to
start the chain of reference to Malay intellectual discourse, at least when embarking on
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comparative studies involving Singapore, or one that is just focused on the context of Singapore,
I decided to include considerations of Noman and Kaur’s theory (Noman & Kaur, 2014) in this
study, although it did not become necessary for me to add new codes based on their work.
Implications
While embarking on this study, I was questioned on my choice of research sites, one
being a country and the other a region within a state. Even the sociopolitical contexts of the two
jurisdictions are different. I was asked to consider if I was actually comparing apples to oranges,
and that I should read up on what considerations are required for comparative research. The first
thing that came to my mind when asked such a question is why no one wants to ask the same
questions about comparing the results of international large-scale assessments (ILSAs) such as
the Program for International Student Assessment (PISA). Not all participating jurisdictions are
countries. Some are just parts of a country. Even between countries, the size of the countries in
terms of land mass and population demographics are different. The sociopolitical contexts are
different too. Although comparison of test results cannot be considered fair under such
circumstances, yet it is still used as a benchmark indicative of the intelligence of students,
associated with the quality of the workforce between countries. Clearly the comparison is not
valid, and yet it is perpetuated. Likewise, standardized tests constitute assessing different
students’ “intelligence level” when they each come from different cultural intersection
backgrounds and multidimensional cultural context (Hood et al., 2015).
During a crisis such as global pandemic, cultural considerations become more important
in implementing educational policies because under such environments, intersectional oppression
becomes enhanced. The findings of comparative studies such as this one, especially when
supplemented with the findings of other similar research in other jurisdictions, may be valuable
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in taking into account stakeholders’ perceptions and experiences to inform policy decisions. The
findings should also be of value to future or current researchers working on surfacing and
documenting voices of stakeholders during a global pandemic.
However, as highlighted in my elaboration on the research methodology in Chapter 3, the
design of this study is phenomenological and the culturally responsive evaluation aspect of it is
the framework. Therefore, generalizability through a representative sample size as a feature of an
evaluative study is not adhered to and not the intended outcome because the focus of this
research is to surface voices and the lived experience of educational stakeholders, particularly
those at marginalized intersections. This is achieved through the phenomenological design. The
evaluative feature of the CRE framework is utilized only in planning data collection and
interpreting collected data to analyze the cultural responsiveness of educational policies,
decisions and practices in the two jurisdictions as applicable to the interviewed participants.
Limitations
It must be noted that this study is not intended to provide a perspective on which of the
two jurisdictions has better education system. It is only meant to study just two specific aspects
of the education system within each jurisdiction under the specific condition of the outbreak of
the Covid-19 pandemic. A more comprehensive evaluation of the education systems of the two
jurisdictions during the Covid-19 pandemic would have required a research design with the
world society theory (Meyer et al., 1997) as the theoretical framework. This framework would
have provided an overview of the interconnectedness of global education systems, thus rendering
the navigation of global crisis with culturally equitable policies within jurisdictions limited and
dependent on international consensus pegged to global economic climate. This consensus would
only have the opportunity to be considered, if at all, through a collection of quantitative and
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qualitative evaluative data at global level to be raised as indication of need. As mentioned in my
literature review in Chapter 2 and my theoretical considerations in Chapter 3, although there
were already international quantitative data collected or actively being collected at the onset of
the pandemic where education is concerned, there was a gap in terms of available qualitative data
and the collection of such a data at global level requires either a large group of researchers or
collaborative efforts by different researchers. Data from this phenomenological multi-site case
study by me as the only researcher may only be used as part of such a collaborative effort, but
highly insufficient to be of wide-reaching impact on its own.
Furthermore, it is in fact true that the two jurisdictions are of different sociopolitical
context and that must be considered in the interpretation of the data. This is one of the limitations
of the study considering its evaluative characteristics. These contexts have a bearing on
educational policy decisions too. In terms of demographic profile, 51% of Nevada’s population
live in Clark County (Clark County Nevada, 2015), 20.5% of Nevada students live in poverty,
and 20.5% of Nevada students qualify for Free or Reduced Lunch (FRL) Program (State of
Nevada Department of Education , 2012/2019). In comparison, 11.4% of students in Singapore
receive free meals (MOE, 2020a) as part of the Financial Assistance Scheme (FAS). Should
these numbers be indicative a higher poverty level among students is Southern Nevada as
compared to Singapore, that may explain the higher level of efforts to protect or prevent the
exploitation of the marginalized. As such, this may create the higher necessity for schools in
Southern Nevada to address the issue as compared to Singapore. Thus, the study findings of
more indicators of cultural responsiveness in Southern Nevada as compared to Singapore may be
deemed due to contextual conditions and not due to a higher level of awareness.

183

Additionally, academic achievements and paper qualifications are more valued in
Singapore due to the country’s lack of natural resources and dependence of the workforce. Also,
without natural resource, there is a constant need for the country to maintain strong evidence of
academic achievements at national and individual level for survival, As mentioned by Sarah, the
policymaker in Southern Nevada, students in Las Vegas do not value academic achievements as
much because, with Las Vegas as a popular national and international tourists destination, there
are high-paying jobs readily available in the leisure and entertainment industry. These jobs do
not require high academic achievements. Clark County high school graduation rate is only
63.8%, highest dropout rate in the country (Las Vegas Sun, 2020). Students of color at
marginalized intersections get more tempted to consider whether oppressive Eurocentric
education is worth pursuing, especially when employment and sustenance is considered the end
goal of pursuing education. For some, there is always the dilemma of choosing prestigious jobs
that pay less or gain financial comfort from a job with a less intelligent-sounding title. For those
who are motivated to pursue education for knowledge and enlightenment there is still the issue of
Eurocentrism and neoliberalism. Subscribing to Eurocentrism provides neoliberal rewards.
Under such environment, CRE outcomes in evaluating educational programs will only be of
value when neoliberal influence has been disrupted or weakened.
Not to be ignored is my personal bias against standardized tests. As a person who suffer
tremendously whenever I have to take a standardized test, while analyzing and interpreting the
study data, my judgement could have been clouded by my aversion to the assessment method. As
such, I could have been biased against Singapore because the jurisdiction insisted on the
implementation of high stakes standardized tests during the pandemic. My judgement may also
be clouded by my personal experience with discrimination as a Malay-Muslim in Singapore
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where I was born and raised. Although not as privileged as a White person in Southern Nevada, I
have had much fewer incidences of discrimination in the jurisdiction. Thus, some may question
the extent of objectivity in my interpretations and judgement.
Future Research
Moving forward, knowing the value of culturally responsive assessments in times of
crisis and motivated by the finding that students develop aversion to non-standardized
assessments such as projects when the nature of the project is not culturally responsive, a followup to this research would entail an evaluation of a few different types of non-standardized test
methods that is already embraced by schools. One such group of schools that has already been
identified is the New York Performance Standards Consortium (Performance Assessment, n.d.).
Findings from the research should better inform policymakers in deciding on a culturalresponsive assessment method as opposed standardized tests.
Conclusion
The phenomenon of minoritized students falling behind or scoring lower scores as
compared the dominant race in different countries and jurisdictions warrants scrutiny. At
international levels, international large-scale assessment test rankings consistently show top
scores for countries of dominant White or CHC race with higher GDP (PISA, 2018/2015). Even
at national levels in countries like Singapore and United States, publicly available data suggests
that top standardized test scores are often dominated by White and CHC students at the
intersection of being of dominant race and higher socioeconomic status (SES). The practice of
implementing high-stakes standardized tests year after year thus serves to perpetuate the
marginalization of students at the intersection of minoritized race and lower SES. It may be
deduced that standardized test as an assessment method and the curriculum content in schools
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benefit or are advantageous for students of White, and CHC race. With European imperialism,
Eurocentric education became dominant and up till today, what counts as knowledge is
determined through Eurocentric lens (Gay, 2010; Lingard & Lewis, 2016) that seems to also
work well for those of CHC ethnicity such as Chinese, Japanese, and Korean. As globalization
and migration intensifies, it has become urgent for diverse countries like Singapore and the
United States to rethink standardized test as the most, if not the only recognized form of
educational assessment. A more equitable and culturally responsive assessment is needed to
close the achievement gaps.
Unfortunately for marginalized groups, those in power in the two countries as well as
elsewhere in the world stand to gain from the perpetual use of standardized tests to measure
educational achievements. Neoliberal influence in governments has led standardized test scores
to be leveraged for the fulfillment political agenda to stay in power or gain power, and for the
benefit of capitalists (Addey et al., 2017; Giroux, 2012) although the two are not necessarily
separate entities. Narrowing educational achievement gaps among different races and ethnicities
require the embracing of culturally responsive pedagogy and assessment (Banks & Banks, 2016;
Gay 2010; Hood et. al, 2015). However, as such endeavors work against the interest of those in
power, while some progress has been made in advocating for the implementing of culturally
responsive pedagogy in schools in the United States, culturally responsive assessments have yet
to gain grounds as such advocation works against neoliberal interest (Brown & Harris, 2016;
Giroux, 2012).
In early 2020, the outbreak of the novel coronavirus pandemic that was first discovered in
end-2019 (Covid-19) became of high global concern that forced governments to impose
movement restrictions within countries and internationally as desperate efforts to curb the spread
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of the disease. However, as infections continue to spread month after month, a period of crisis
prevails globally. As students are forced to stay home, remote learning became prevalent to the
detriment of students, teachers, and parents who had to grapple with the highly stressful
situation. Amidst the crisis, there were deliberations over the feasibility of proceeding with
scheduled annual standardized tests in school. Concerns for students and teachers’ safety and
well-being has to be navigated against the entrenched practice of relying on high stakes
standardized tests scores for student educational funding, promotion, graduation, and admission
decisions. Under the circumstances, I feel that the time has come for education systems to revisit
the idea of culturally responsive assessment, one that takes into account multidimensional
cultural context, including but not limited to environmental situations. Education systems must
consider cultural factors in effectively engaging students in terms of both pedagogy and
assessment, so that practices and policies may withstand changing environmental conditions.
Thus, the purpose of this study is to surface voices of educational stakeholders in Singapore and
Southern Nevada to inform future decisions. The phenomenological multisite case study is set
within culturally responsive evaluation (CRE) (Hood et al., 2015) framework so that the degree
of cultural responsiveness of policies and practices may be measured based on the lived
experiences of educational stakeholders within the two jurisdictions. The comparative nature of
the study is intended to provide a wider reach of situations to learn from based on sociopolitical
contexts.
The findings of this research study suggested that in terms of legitimizing cultural capital,
valuing situational and context bound knowledge, and acknowledging cultural-specific
knowledge, it could not be determined that the two jurisdictions made culturally responsive
policy decisions under crisis circumstances as such policies and practices were not already put in

187

place prior to the situation. However, there were indications of a higher degree of cultural
responsiveness to the environmental challenges faced by students and parents in Southern
Nevada as compared to Singapore in terms of varying communication, acknowledgement of
multidimensional cultural context, and considerations to protect or prevent exploitation of the
marginalized in decisions, policies, and practices pertaining to standardized testing. As highstakes standardized tests were still carried out as scheduled during the crisis period in Singapore,
an impression of entrenched social conditioning in the acceptance of the status quo seemed more
prevalent in Singapore as compared to Southern Nevada. In terms of stakeholders’ well-being,
both jurisdictions have made efforts that are appreciated and affirmed by stakeholders, although
more so in Southern Nevada than in Singapore. Students in both jurisdictions prefer to take
standardized tests as opposed to other forms of assessments due to the convenience despite
experiencing a high level of stress in preparing for the tests. This may be associated with
students not having been exposed to engaging and culturally responsive assessment methods.
While the findings is valuable when summarized, it is even more so when the vignettes
containing the shared experiences of the stakeholders are read. The purpose of surfacing voices
of the stakeholders will be mostly lost should only the summarized findings are considered. As
the participants were of different stakeholder positions, and of different cultural intersections,
similar experiences get narrated from different perspectives which is in line with the tenets of
multicultural education (Banks & Banks, 2016), and provide rich contextual takeaways.
Informed by students’ aversion to alternative forms of assessments, future research will be
focused on conceptualizing equitable, culturally responsive, engaging, and humanizing
educational assessments.

188

Appendix 1
Interview Protocols
Interview Protocol: Student
Note: Due to the prevailing Covid-19 pandemic, all interviews are to be conducted online via the
Zoom video conferencing application. The interviewed student’s location should ideally be
where engagement in home-based learning usually takes place in their homes. However, as
privacy and conducive environment is of primary concern, the interviewee may choose a
different location and provide recorded videos, pictures, or drawings of their usual home-based
learning location in their homes instead. The interviewee will be encouraged to choose an
interview time that is most suitable for at least one hour of interview with minimal interruptions
and/or distractions. Should this not be possible, more than one interview session may be
scheduled to obtain in-depth sharing of experience, up to an accumulated duration of no more
than two hours per student.

Interviewee Details to Record
Pseudonym: ____________________________

Race/Ethnicity:_______________________

Self-identified SES: ______________ Gender: ________ Age: ______ Grade/Level: ________
______________________________________________________________________________
Interview Date: _________________

Start Time: _________ End Time: ____________

Interview Location: Student __________________ Researcher: __________________________
Digital Device – Student: __________________

Digital Device – Researcher: ____________

Recording Device and Application/Tool: ____________________________________________
______________________________________________________________________________

Interview Questions
Note: The interview will start with Question 1 to allow the interviewee to narrate lived
experiences freely. Subsequent questions may be asked should the interviewee need additional
prompts, and to ensure that the narration includes details that contribute to the research.

Question 1: I understand that you went through a period of school closure due to the Covid-19
pandemic, during which time you had to engage in home-based learning. Please share as much as
you can about your experiences during that period and also share how the school situation is for
you now. In doing so, you may, if you want, share any materials or actions such as pictures,
drawings, videos, relevant work done, or anything else that you feel comfortable sharing with
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me, and that you think will be useful in giving me a clearer understanding of what you have
experienced. You do not have to share any of these if you do not feel comfortable doing so.
Additional Questions/Prompts:
•

How did you feel about the school closure due to the Covid-19 pandemic?

•

Describe your experiences with home-based learning.

•

Did you have to prepare for any standardized tests or examinations such as….. (the
student researcher will provide examples of standardized tests appropriate to the student’s
grade level here, including the P4 Streaming, PSLE, GCE ‘N’ Level, and GCE ‘O’ Level
in Singapore; and MAP, Smarter balanced Summative Assessments, and ACT in
Southern Nevada)?

•

(If yes) How was your experience with that?

•

Do you think there are other ways that you may show what you have learned?

•

(If yes) What is your preferred way and why?

•

Throughout the Covid-19 situation, do you feel that your school is more concerned about
your well-being, your performance in standardized tests and examinations, your
completion of homework, or something else?

•

Why do you feel that way?

•

Did you look forward to going back to school? Why/why not?

•

How is the situation in your school now?

•

Have you had any opportunities to share your thoughts or tell anyone about your
concerns or the challenges that you face in general?

•

(If yes) When you express your concerns, does anyone do anything to provide support?

•

Is there anything else that you would like to tell me or show me related to your
educational experiences during the Covid-19 pandemic? Please feel free to share.
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Interview Protocol: Parent
Note: Due to the prevailing Covid-19 pandemic, all interviews are to be conducted online via the
Zoom video conferencing application. The interviewed parent’s location should ideally be where
engagement in home-based learning usually takes place for their child/children in their homes.
However, as privacy and conducive environment is of primary concern, the interviewee may
choose a different location and provide recorded videos, pictures, or drawings of their usual
home-based learning location(s) in their homes instead. The interviewee will be encouraged to
choose an interview time that is most suitable for at least one hour of interview with minimal
interruptions and/or distractions. Should this not be possible, more than one interview session
may be scheduled to obtain in-depth sharing of experience, up to an accumulated duration of no
more than two hours per parent.
Interviewee Details to Record
Pseudonym: ____________________________

Race/Ethnicity:_______________________

Self-identified SES: _____________ Gender: ________ Age: _______ Occupation: _________
Child/Children’s Grade Level(s): __________________________________________________
______________________________________________________________________________

Interview Date: _________________

Start Time: _________ End Time: ____________

Interview Location: Parent __________________ Researcher: __________________________
Digital Device – Parent: __________________

Digital Device – Researcher: ____________

Recording Device and Application/Tool: ____________________________________________
______________________________________________________________________________

Interview Questions
Note: The interview will start with Question 1 to allow the interviewee to narrate lived
experiences freely. Subsequent questions may be asked should the interviewee need additional
prompts, and to ensure that the narration includes details that contribute to the research.
Question 1: I understand that you and your child/children went through a period of school
closure due to the Covid-19 pandemic, during which time your child/children had to engage in
home-based learning. Please share as much as you can about your experiences during that period
and also share how the situation is for her/him/them and for you now. In doing so, you may, if
you want, share any materials or actions such as pictures, drawings, videos, relevant work done,
or anything else that you feel comfortable sharing with me, and that you think will be useful in
giving me a clearer understanding of what you have experienced. You do not have to share any
of these if you do not feel comfortable doing so.
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Additional Questions/Prompts:
•

How did you feel about the school closure due to the Covid-19 pandemic?

•

Were you able to provide your child (children) with any kind of support with home-based
learning during the school closure?

•

(If yes) In what ways and what was the experience like?

•

(If no) What were the challenges that you faced?

•

Did your child/children have to prepare for standardized tests or examinations such as…..
(the student researcher will provide examples of standardized tests appropriate to the
child/children’s grade level here, including the P4 Streaming, PSLE, GCE ‘N’ Level, and
GCE ‘O’ Level in Singapore; and MAP, Smarter balanced Summative Assessments, and
ACT in Southern Nevada) during the closure?

•

(If yes) Were you able to support them in their preparations in any way?

•

(If yes) How did you provide support?

•

(If no) Why not?

•

Do you think that there are other ways to for your child/children to show what they have
learned other than standardized tests?

•

(If yes) What are your preferred ways and why?

•

Throughout the Covid-19 situation, do you feel that your child/children’s school(s) and/or
the education system is more concerned about your well-being, your child/children’s
well-being, your child/children’s performance in standardized tests, your child/children’s
completion of homework, or something else?

•

Why do you feel that way?

•

Did you look forward to your child/children going back to school? Why/why not?

•

Have you had any opportunities to share your thoughts or tell anyone about your
concerns or the challenges that you face?

•

(If yes) When you express your concerns, does anyone do anything to provide support?

•

Is there anything else that you would like to tell me or show me related to your parental
experiences during the Covid-19 pandemic? Please feel free to share.
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Interview Protocol: Teacher
Note: Due to the prevailing Covid-19 pandemic, all interviews are to be conducted online via the
Zoom video conferencing application. The interviewed teacher’s location should ideally be
where engagement in home-based teaching usually takes place in their homes. However, as
privacy and conducive environment is of primary concern, the interviewee may choose a
different location and provide recorded videos, pictures, or drawings of their usual home-based
teaching location(s) in their homes instead. The interviewee will be encouraged to choose an
interview time that is most suitable for at least one hour of interview with minimal interruptions
and/or distractions. Should this not be possible, more than one interview session may be
scheduled to obtain in-depth sharing of experience, up to an accumulated duration of no more
than two hours per teacher.
Interviewee Details to Record
Pseudonym: ____________________________
Self-identified SES: _______________

Race/Ethnicity:_______________________

Gender: ________

Age: ________

Teaching Subject(s): ____________________________________________________________
Student(s)’ Grade Level(s): _______________________________________________________
______________________________________________________________________________

Interview Date: _________________

Start Time: _________ End Time: ____________

Interview Location: Teacher _________________ Researcher: __________________________
Digital Device – Teacher: __________________

Digital Device – Researcher: ____________

Recording Device and Application/Tool: ____________________________________________
______________________________________________________________________________

Interview Questions
Note: The interview will start with Question 1 to allow the interviewee to narrate lived
experiences freely. Subsequent questions may be asked should the interviewee need additional
prompts, and to ensure that the narration includes details that contribute to the research.
Question 1: I understand that, as a teacher, you went through a period of school closure due to
the Covid-19 pandemic, during which time you and your students had to engage in home-based
teaching and learning. Please share as much as you can about your experiences during that period
and also share how the situation is for you and for your students now. In doing so, you may, if
you want, show me any materials or actions such as relevant pictures, drawings, teaching videos,
teaching resources, expressions of your thoughts or emotions; or anything else that you feel
comfortable sharing with me, and that you think will be useful in giving me a clearer
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understanding of what you have experienced. You do not have to share any of these if you do not
feel comfortable doing so.
Additional Questions/Prompts:
•

How did you feel about the school closure due to the Covid-19 pandemic?

•

Did you feel that you were you able to carry your responsibilities as a teacher effectively
during the school closure?

•

(If yes) In what ways and what was the experience like?

•

(If no) What were the challenges that you faced?

•

Did your students have to prepare for standardized tests or examinations such as….. (the
student researcher will provide examples of standardized tests appropriate to the teacher’s
teaching grade level(s) here, including the P4 Streaming, PSLE, GCE ‘N’ Level, and
GCE ‘O’ Level in Singapore; and MAP, Smarter balanced Summative Assessments, and
ACT in Southern Nevada) during the closure?

•

(If yes) What was your experience like in preparing your students and getting your
students to prepare for the standardized test(s) during the school closure period(s)?

•

Do you think that there are other ways for your students to show what they have learned
other than standardized tests?

•

(If yes) In your own opinion, what are the best or better ways and why?

•

Did you look forward to your students going back to school? Why/why not?

•

Throughout the Covid-19 situation, do you feel that your school and/or the education
system is more concerned about your well-being, your students’ well-being, your
students’ performance in standardized tests, your students’ completion of homework, or
something else?

•

Why do you feel that way?

•

Have you had any opportunities to share your thoughts or tell anyone about your
concerns or the challenges that you and/or your students face in general?

•

(If yes) When you express your concerns, does anyone do anything to provide support?

•

Is there anything else that you would like to tell me or show me related to your
experiences as a teacher during the Covid-19 pandemic? Please feel free to share.
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Interview Protocol: Policymaker/Administrator
Note: Due to the prevailing Covid-19 pandemic, all interviews are to be conducted online via the
Zoom video conferencing application. The interviewed policymaker/administrator’s location
should ideally be where work is done and/or decisions are made during the pandemic-related
situation. However, as privacy and conducive environment is of primary concern, the
interviewee may choose a different location and provide recorded videos, pictures, or drawings
of their usual work location(s) instead. The interviewee will be encouraged to choose an
interview time that is most suitable for at least one hour of interview with minimal interruptions
and/or distractions. Should this not be possible, more than one interview session may be
scheduled to obtain in-depth sharing of experience, up to an accumulated duration of no more
than two hours per interviewee.
Interviewee Details to Record
Pseudonym: ____________________________

Race/Ethnicity:_______________________

Self-identified SES: _____________ Gender: ________ Age: _______ Occupation: _________
Level of Work Responsibility (school, district, region, state, national, etc.): _________________
______________________________________________________________________________

Interview Date: _________________

Start Time: _________ End Time: ____________

Interview Location: Interviewee __________________

Researcher:____________________

Digital Device – Interviewee: ________________ Digital Device – Researcher: ____________
Recording Device and Application/Tool: ____________________________________________
______________________________________________________________________________

Interview Questions
Note: The interview will start with Question 1 to allow the interviewee to narrate lived
experiences freely. Subsequent questions may be asked should the interviewee need additional
prompts, and to ensure that the narration includes details that contribute to the research.
Question 1: I understand that schools went through a period of school closure due to the Covid19 pandemic, during which time students and teachers had to engage in home-based learning.
Please share as much as you can about your experiences as a policymaker/administrator during
that period. Also, highlight what factors were taken into consideration and what other matters
influence your decisions during the period. Share your thoughts and observations during that
period and how you view and feel about the situation now. In doing so, you may, if you want,
share any materials or actions such as pictures, drawings, videos of you at work; relevant work
done or visual representations such as charts, tables, or graphs; expressions of your thoughts or
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emotions; or anything else that you feel comfortable sharing with me, and that you think will be
useful in giving me a clearer understanding of what you have experienced. You do not have to
share any of these if you do not feel comfortable doing so.

Additional Questions/Prompts:
•

How did you feel about the school closure due to the Covid-19 pandemic?

•

Were you able to provide required or requested support to those who need them during
the school closure?

•

(If yes) In what ways and what was the experience like?

•

(If no) What were the challenges that you faced?

•

Throughout the Covid-19 situation, what are the main concerns that influence or guide
your decisions?

•

Why are those your main concerns?

•

Did students and their teachers have to prepare for standardized tests or examinations
such as….. (the student researcher will provide examples of standardized tests
appropriate to the administrator/policymaker’s administrative purview here, including the
P4 Streaming, PSLE, GCE ‘N’ Level, and GCE ‘O’ Level in Singapore; and MAP,
Smarter balanced Summative Assessments, and ACT in Southern Nevada) during the
closure?

•

(If yes) What were the thoughts and considerations driving the decision to proceed with
conducting the standardized tests?

•

Were there support, flexibilities, or accommodations put in place to help students and the
school community/communities with matters related to the standardized tests? Please
describe.

•

Do you think that there are other ways to for students to show what they have learned
other than by taking standardized tests?

•

(If yes) Would you consider implementing those assessments and why?

•

Did you look forward to the reopening of schools? Why/why not?

•

Have you had any opportunities to share your thoughts or tell anyone about your
concerns, thoughts, or the challenges that you face?
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•

(If yes) When you express your concerns or thoughts, does anyone do anything to
provide support?

•

Is there anything else that you would like to tell me or show me related to your
experiences as an educational administrator/policymaker during the Covid-19 pandemic?
Please feel free to share.
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Appendix 2
Observation Protocol
Note: This protocol applies to all observations made related to every participant. Observations
may be made during or via video-recorded interviews, and/or voluntarily presented video
recordings, pictures, drawings, or objects by participants. Clarifications and/or verifications from
participants may be obtained should functions, meanings, values, and/or significance of observed
items or aspects are unclear although the researcher’s own interpretations must be noted as well.
Observations are to be made on, but not limited to, the following:
•
•
•
•
•
•
•

Cultural Cues
Digital devices used and level of functionality
Environment of the interviewee’s location such as type of room, size, space factors,
furniture, décor, facilities, lighting, noise level, privacy, etc.
Availability of basic items needed
Body language, tone of voice, and/or facial expression portraying emotions, feelings,
attitude, outlook, etc.
Behavioral cues depicting level of comfort or other unspoken responses
Incidences or interactions
Observation Notes

Pseudonym of Participant: ___________________ Stakeholder Role: _____________________
Date of Observation: __________ Date of Recording (if applicable/available): _____________
Source of Observation (recorded video, pictures, etc.). __________________________________
Date of Receipt of Observed Item (if applicable): __________________
Observation

Significance
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Appendix 3
Assent Form for Students Below 18 Years-Old

ASSENT TO PARTICIPATE IN RESEARCH

Standardized Test and the Covid-19 Pandemic: A Phenomenological Multi-Site Case Study
of Singapore and Southern Nevada within a Culturally Responsive Evaluation Framework
1. My name is Rosnidar Arshad.
2. We are asking you to take part in a research study because we are trying to learn more about
your school-related experiences during the Covid-19 pandemic, especially in matters related
to tests and examinations.
3. If you agree to be in this study, we will find a suitable time date and time for me to ask you
some questions via Zoom video conferencing so that you may share your experiences with me
and, if you want, show me things that may help me understand your experiences better.
4. There is only minimal risk in participating in this study. The only risk is that you may be
uncomfortable in answering some questions.
5. When I have finished interviewing and observing you, you will be awarded with a $35 Amazon
or Target gift card.
6. Please talk this over with your parents before you decide whether or not to participate. We will
also ask your parents to give their permission for you to take part in this study. But even if
your parents say “yes” you can still decide not to do this.
7. If you don’t want to be in this study, you don’t have to be. Remember, being in this study is
up to you and no one will be upset if you don’t want to or even if you change your mind later
and want to stop.
8. You can ask any questions that you have about the study. If you have a question later that you
didn’t think of now, you can call me at 702-680-7017 or ask me next time. You may call me
at any time to ask questions. If I have not answered your questions or you do not feel
comfortable talking to me about your question, you or your parent can call the UNLV Office
of Research Integrity – Human Subjects at 702-895-2794 or toll free at 877-581-2794.
9. Signing your name at the bottom means that you agree to be in this study. You and your parents
will be given a copy of this form after you have signed it.
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Print your name

Date

Sign your name

I agree to be audio or video taped for the purpose of this research study.

Print your name

Date

Sign your name
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Appendix 4
Parent Permission Form

Department of Teaching and Learning

TITLE OF STUDY: Standardized Test and the Covid-19 Pandemic: A Phenomenological
Multi-Site Case Study of Singapore and Southern Nevada within a Culturally Responsive
Evaluation Framework
INVESTIGATOR(S): Dr. Christine Clark (P1), Rosnidar Arshad (Doctoral Student)
CONTACT PHONE NUMBER: 702-680-7017

Purpose of the Study
Your child is invited to participate in a research study. The purpose of this study is to explore
the experiences of students, parents, and teachers during the Covid-19 pandemic, especially
where standardized test matters are concerned.
Participants
Your child is being asked to participate in the study because she/he has experienced school
measures related to the Covid-19 pandemic, especially home-based learning, and she/he is at an
age that she/he may understand my questions.
Procedures
If you allow your child to volunteer to participate in this study, your child will be asked to do the
following:
• Answer interview questions via Zoom video conferencing
• Be observed and video-recorded during the interview and/or send me pictures, videos,
drawings, or items that may help me understand her/his experience better
Benefits of Participation
There may not be direct benefits to your child as a participant in this study. However, we hope
to learn about the experiences so that future improvements may be considered.
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Risks of Participation
There are risks involved in all research studies. This study may include only minimal risks, such
as your child may feel uncomfortable answering some questions.
Cost /Compensation
There will not be financial cost to you to participate in this study. The study will take one to two
hours of your child’s time. Your child will be awarded with an Amazon or Target gift card
worth $35 at the end of the interview and observation process as compensation..
Contact Information
If you or your child have any questions or concerns about the study, you may contact Rosnidar
Arshad at 702-680-7017. For questions regarding the rights of research subjects, any complaints
or comments regarding the manner in which the study is being conducted you may contact the
UNLV Office of Research Integrity – Human Subjects at 702-895-2794, toll free at 877-5812794, or via email at IRB@unlv.edu.
Voluntary Participation
Your child’s participation in this study is voluntary. Your child may refuse to participate in this
study or in any part of this study. Your child may withdraw at any time without prejudice to
your relations with the university. You or your child is encouraged to ask questions about this
study at the beginning or any time during the research study.
Confidentiality
All information gathered in this study will be kept as confidential as possible. No reference will
be made in written or oral materials that could link your child to this study. All records will be
stored in a locked facility at UNLV for three years after completion of the study. After the
storage time the information gathered will be destroyed.
Participant Consent:
I have read the above information and agree to participate in this study. I am at least 18 years of
age. A copy of this form has been given to me.

Signature of Parent

Child’s Name (Please print)

Parent Name (Please Print)

Date

I agree to have my child be audio or video taped for the purpose of this research study.

Signature of Parent

Date

Parent Name (Please Print)
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Appendix 5
Informed Consent Form

Department of Teaching and Learning

TITLE OF STUDY: Standardized Test and the Covid-19 Pandemic: A Phenomenological
Multi-Site Case Study of Singapore and Southern Nevada within a Culturally Responsive
Evaluation Framework
INVESTIGATOR(S): Dr. Christine Clark (P1), Rosnidar Arshad (Doctoral Student)
For questions or concerns about the study, you may contact Rosnidar Arshad at 702-680-7017.
For questions regarding the rights of research subjects, any complaints or comments regarding
the manner in which the study is being conducted, contact the UNLV Office of Research
Integrity – Human Subjects at 702-895-2794, toll free at 888-581-2794 or via email at
IRB@unlv.edu.

Purpose of the Study
You are invited to participate in a research study. The purpose of these study is to explore the
experiences of students, parents, and teachers during the Covid-19 pandemic, especially where
standardized test matters are concerned.
Participants
You are being asked to participate in the study because you fit these criteria: You are either a
student, a parent of a student, a teacher, or an educational policymaker/administrator who has
and is still experiencing the impact of educational measures related to the Covid-19 pandemic in
Southern Nevada.
Procedures
If you volunteer to participate in this study, you will be asked to do the following:
• Engage in one-on-one interview session(s) via Zoom video conferencing
• Be observed and video-recorded during the interview sessions. Alternatively, or
additionally, you may send me pictures, videos, drawings, and/or items that may help me
understand your experiences better
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Benefits of Participation
There will not be direct benefits to you as a participant in this study. However, we hope to learn
about your experiences so that future improvements in the education system may be considered.
Risks of Participation
There are risks involved in all research studies. This study may include only minimal risks. For
example, you may feel uncomfortable answering some questions.
Cost /Compensation
There will not be financial cost to you to participate in this study. The study will take one to two
hours of your time. You will be compensated for your time with an Amazon or Target gift card
worth $35 your interview and observation process is completed.
Confidentiality
All information gathered in this study will be kept as confidential as possible. No reference will
be made in written or oral materials that could link you to this study. All records will be stored
in a locked facility at UNLV for three years after completion of the study. After the storage time
the information gathered will be destroyed.
Voluntary Participation
Your participation in this study is voluntary. You may refuse to participate in this study or in any
part of this study. You may withdraw at any time without prejudice to your relations with
UNLV. You are encouraged to ask questions about this study at the beginning or any time during
the research study.
Participant Consent:
I have read the above information and agree to participate in this study. I have been able to ask
questions about the research study. I am at least 18 years of age. A copy of this form has been
given to me.

Signature of Participant

Date

Participant Name (Please Print)

I agree to be audio or video taped for the purpose of this research study.

Signature of Participant

Date

Participant Name (Please Print)
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Appendix 6
Data Analysis Codebook
Standardized Test and the Covid-19 Pandemic: A Phenomenological Multi-Site Case Study of Singapore
and Southern Nevada within a Culturally Responsive Evaluation Framework

Code

Type

Legitimizing/delegitimizing theorycultural capital
generated

Multidimensional cultural
context

theorygenerated

Situational and contextbound knowledge

theorygenerated

Cultural-specific knowledge

theorygenerated

Environment

theorygenerated

Varying communication

theorygenerated

Protect or prevent exploitation
of the marginalized

theorygenerated

Color

Description

Challenges
knowledge claims
that delegitimize the
lives, values, and
abilities of people of
color (marginalized
race).
Recognizing
blue
demographic,
sociopolitical, and
contextual
characteristics of
culture.
Understands
red
knowledge as
situational and
context-bound.
purple Legitimizes
cultural-specific
knowledge and
ways of knowing.
Expands context as
green
totality of
environment –
geographic, social,
political, historical,
economic, and
chronological.
turquoise Understands and
respects varying
communication and
relational styles.
Protect or prevent
pink
the exploitation of
cultural minority
and economically
disadvantaged
stakeholders.

yellow
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Comments/Notes
May refer to
related issues.

Includes norms
established within
jurisdictions.

May be
supportive of, or
work against.
May be
supportive of, or
work against.
Includes the
emergency
situation and the
sociopolitical
context of each
jurisdiction.
May show
competence, or
the lack of it.
Includes
advantages
enjoyed by the
privileged.

Student-educator match
(Cultural competence)

inductive

gray

Humanizing

inductive

teal

Social conditioning

inductive

dark
orange

National and/or
organizational pride &
safeguarding.

inductive

dark
blue

Collaboration – teamwork.

inductive

dark
green
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The ability of
teachers and/or
administrators to
prepare
themselves to
meet diverse
students’ needs.
Prioritizing
survival and wellbeing based on the
notion of “mutual
vulnerability”, and
“hierarchy of
needs.
Societal structure,
expectations, and
pressure that
influences
decisions and
actions.
Affirmation of
efforts made or
approval of
policies due to
personal
association or
affiliation.
Acknowledgement
of success, or the
need for, group or
community
involvement.

As shown either
at individual or
systemic level,
and in terms of
efforts made, or
the lack of.
In terms of policy
considerations.

In reference to
willingness or
readiness to
consider
alternatives.
In terms of
willingness of
ability to offer
critical
perspective.

In terms of
presence or
absence, or
success or the
lack of.
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Book review on White Christian Privilege: The Illusion of Religious Equality in America
by Khyati Y. Joshi (first author) – The Journal of Church and State (Oxford University
Press), 2021
2020: Abstract/Proposal/Letter of Interest Submitted, Reviewed but Not Selected
“(Re)Thinking Standardized Testing Amidst the Covid-19 Pandemic: Experience and
Perspectives in Singapore and Southern Nevada” (journal article – author) - Educational
Assessment Journal: Special Issue - Twin Pandemics: How a global health crisis and
persistent racial injustices are impacting educational assessment, ed. Alison Bailey,
UCLA, Molly Faulkner-Bond, WestEd, Felipe Martinez, UCLA, & Andreas Oranje,
ETS. (Review Outcome: Due to overwhelming response, encouraged to resubmit for
future issues.)
2019: Abstract/Proposal Approved, Manuscript Reviewed but Not Selected for
Publication
“Preparing our Youth for An Inclusive Sustainable World vs. Preparing Our Educational
World for Inclusive Sustainable Future for Our Youth” (journal article - author) Education Policy Analysis Archives (EPAA/AAPE) – Peer-reviewed Open Access
Journal (Arizona State University), 2019. (Outcome: Technical revisions required but
extensive revisions cannot be accommodated due to time constraints.)
“Social Justice as Praxis in Culturally Responsive Educational Assessment” (book
chapter – author), Integrating Social Justice Education in Teacher Preparation
Programs, ed. Courtney Clausen & Stephanie Logan (IGI Global). (Review Outcome:
Revise and resubmit – Not published.)

FORMAL CONFERENCE PAPERS PRESENTED
Presented
• Standardized test and the Covid-19 pandemic: A phenomenological multi-site case study
within a culturally responsive evaluation framework – Comparative and International
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•

•

•

•

•

•
•

•

•

Education Society (CIES) Conference 2021 (Fully Virtual) – Individual paper presenter,
Spring 2021.
Preparing our Youth for An Inclusive Sustainable World vs. Preparing Our Educational
World for Inclusive Sustainable Future for Our Youth. Presented at CIES Conference in
San Francisco, California – Individual author and presenter, Spring 2019
The Cultural Invalidity of Large-Scale International Standardized Tests and Challenges
for Global Assessment Transformation. Presented at Fifth International Culturally
Responsive Evaluation and Assessment (CREA) Conference in Chicago, Illinois –
Individual author and presenter, Spring 2019
Feasibility of Equitable and Culturally Responsive Learning Assessment: A Global
Education Perspective. Presented at the 28th NAME Annual Conference in Memphis,
Tennessee – Individual author and presenter, Fall 2018
Comparative Educational Analysis, Critique, and Engagement: Singapore-Argentina.
Presented at Comparative and International Education Society (CIES) Conference in
Washington D.C. – Individual author and presenter, Spring 2015
A Door to the Birdcage: How Being a Transformational Leader Disrupts the School to
Prison Pipeline. Co-presented at the NAME Conference in Tucson, Arizona – Co-author
and co-presenter, Fall 2014
Action research and professional sharing papers in Singapore at the National Malay
Language Seminar – Lead author and lead presenter (team), 2010, 2011, and 2013.
Action research and professional sharing paper at the International Malay Language
Conference in Ipoh, Malaysia – Lead author and individual presenter, 2012
Paper Presentation Proposal Accepted
Critical Validity as Culturally Responsive Assessment Program Evaluation Instrument: A
Proposal for International Consortium – Culturally Responsive Evaluation & Assessment
(CREA) Conference in Chicago, Illinois – Roundtable session presenter, Fall, 2020
(presentation postponed to Fall, 2021 due to Covid-19).
Critical Validity in National and International Learning Assessments: A Counter Proposal
to Psychometric Validity - Comparative and International Education Society (CIES)
Conference in Miami, Florida – Individual author and presenter, Spring 2020 (paper not
presented due to Covid-19 challenges).

OTHER ACHIEVEMENTS/ACCOMPLISHMENTS
United States of America
• Was an invited resource speaker for the UNLV Department of Teaching and Learning
Teacher Licensure Information sessions between March and May, 2015.
Singapore
• Within less than two years (18 months), under my department leadership, the following
unprecedented achievements were made by the students and teachers in the school I was
assigned to from 2015 to 2017:
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•

o The teaching and leadership competencies of teachers in my department were
significantly enhanced so that two of them were able to share their skills and
knowledge at a national Mother Tongue teaching and learning symposium, and a
cluster school professional sharing session. The two teachers are now appointed
leadership positions of Subject Head and Senior Teacher respectively. Prior to my
department leadership, the teachers had only been receiving average grades or
below at annual performance appraisals.
o Malay Language achievements exceeded the national average at the crucial
national standardized examination, Primary School Leaving Examination (PSLE).
The school students had never been able to match the national average previously.
o Malay Language and Tamil Language students won awards at national
competitions. Two students emerged overall national champion in the National
Story Challenge in the Malay Language and Tamil Language categories
respectively in 2015; four Malay Language students attained gold and two more
attained silver awards in an essay writing competition at national level, with one
of them emerging amongst the top 30 out of 368 participants in 2016. Prior to my
department leadership, the school students had only been awarded with
certificates of participation in the competitions.
Maintained a track record of Malay Language results exceeding the national average in
all schools I was assigned to as a Subject Head from 2002 to 2016.

OTHER RELEVANT INTERNATIONAL EXPOSURE/EXPERIENCE
• As part of the Certificate in Management and Leadership in Schools program,
participated in an immersion learning journey to Kunming, China in 2009. Visited a total
of five schools and educational institutes where the running of the schools was observed,
and productive dialogue sessions were engaged in.
• Observed the proceedings of the World Annual Lesson Studies Conference in Hong
Kong in 2007 and visited the Tai Po Old Market Public School for a learning experience.
• Involved in regular inter-country visits with dialogue activities on educational, social, and
political issues as a member of The Reading Group, Singapore with counterparts in
Malaysia, and Indonesia between 2006 and 2012.
• Collected data in the form of recorded interviews with locals in Nakhon Si Thammarat,
Southern Thailand for a socio-cultural linguistic study as part of an undergraduate course
in 2005.
SERVICE AND CONTRIBUTIONS
Planning Committee Member - American Educational Research Association (AERA)
• Member of Division L Fireside Chat Committee (for conference in 2020)
• Member of Division L Campus Liaisons Group (Fall, 2019 – Spring, 2020)
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Peer Reviewer – Publication
• Chapter Reviewer - Integrating Social Justice Education in Teacher Preparation
Programs, ed. Courtney Clausen & Stephanie Logan (IGI Global), Fall 2019
Peer Reviewer – Conference Papers
• Proposal Reviewer – Sixth International Culturally Responsive Evaluation & Assessment
(CREA) Conference, 2020
• Proposal Reviewer – National Association of Multicultural Education (NAME)
Conference, 2014
Conference Event Facilitator
• Dine & Dialogue Table Facilitator – NAME: Social Justice/Social Issues Dine &
Dialogue, 2018
ICT SKILLS
• Online instructional platforms: Canvas, & Blackboard
• Microsoft Office (Word, PowerPoint, Excel)
• Google online tools and drive
• Qualtrics survey resources
• MAXQDA qualitative data analysis software
• SPSS statistical software
• Meta-Analysis statistical software
• Social Network (Facebook, Instagram)
LANGUAGE SKILLS
• English (Written & Spoken - Fluent), Malay (Written & Spoken - Fluent), Bahasa
Indonesia (Written – Intermediate, Spoken – Fluent), Spanish (Written & Spoken Basic), Mandarin (Spoken - Limited), Arabic (Spoken – Limited).
PROFESSIONAL MEMBERSHIP & NETWORK CIRCLE
• Comparative and International Education Society (CIES)
• Culturally Responsive Evaluation and Assessment (CREA)
• American Educational Research Association (AERA)
• National Association for Multicultural Education (NAME)
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